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ABSTRACT
Mentoring has been attributed to lowering attrition rates of teachers. At present, the majority of
teachers in the United States are White and female. The national teacher workforce does not
represent the student body. Although there have been recent initiatives to improve the diversity
within the teacher workforce, by explicitly recruiting teachers of color (TOC), the attrition rates
of these teachers are negating the effects of recruitment efforts. Previous research has pointed to
the need to consider race in novice TOC mentee and mentor matches, as cultural capital theory
suggests common knowledge and experience may lead to stronger mentor relationships which
may ultimately lower attrition rates of teachers of color. This qualitative study explored the
experiences of TOC in mentoring relationships and the role race may have played in that
experience. Additionally, this study explored the experiences of mentor teachers who mentored
TOC and the impact race may have had on their mentoring experience. Data gathered from oneon-one interviews suggest TOCs mentoring experience often do not align with what they want or
feel they need to succeed in the classroom. Additionally, TOC felt racial affinity with their
mentor provided a safe-space. For mentors of TOC, race also mattered in the mentoring
relationship. Cross-racial mentors mostly provided professional support to their mentees, while
mentors in same-race mentoring relationships were able to also provide socio-emotional support
to their mentees. Moving forward, more needs to be done to provide the support novice teachers
of color want and need. More thoughtful matching of mentors to mentees needs to occur. All
mentors of TOC should receive mentor training to teach them how to use culturally responsive
and sustaining mentoring strategies to support their mentee holistically.
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CHAPTER I
PROBLEM OF PRACTICE
Public school teachers in the United States are disproportionately White, female, and
middle aged (National Center for Education Statistics, 2019a). As of the 2017-2018 school year,
“79 percent of public school teachers were White, 9 percent were Hispanic, 7 percent were
Black, 2 percent were Asian, 2 percent were of two or more races, and 1 percent were American
Indian/Alaska Native” (National Center for Education Statistics, 2019a). This is in stark contrast
to student demographics. The demographics of teachers in America is neither consistent nor
representative of the population at large. In recent decades, there has been an overall growth of
teachers of color (TOC) (Black, Hispanic, and Asian/Pacific Islander). In the 1999-2000 school
year, there were approximately 15% of T.O.C. and at present 21% of the public school teacher
workforce comprises TOC (National Center for Education Statistics, 2019a). However, the
disproportionate representation of White teachers in the public school workforce will arguably be
the case for the foreseeable future as Black and Hispanic teachers seem to be leaving the field of
education at higher rates (Ingersoll et al., 2014). In addition, a majority of bachelor’s degrees
conferred in education during the 2017 - 2018 school year were to White recipients (74.8
percent) while 20.7 percent of degrees were conferred upon people of color (National Center for
Education Statistics, 2019b). This unbalanced education degree attainment by people of color
means the teacher workforce will continue to remain largely White, unless something drastic
changes in recruitment or retention practices.
The public school faculty’s homogeneity across elementary and secondary schools is a
considerable contrast to the current demographics of students and the predicted landscape of
cultural diversity within the public school system and in the United States population at large.
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“Between 2000 and 2017, the percentage of U.S. school-age children who were White decreased
from 62 to 51 percent” (de Brey et al., 2019, p. 26). According to projected enrollment by the
NCES, students of color (Black, Hispanic, and Asian/Pacific Islander) will represent 50.2% of
public school students in 2026 (de Brey et al., 2019). This translates to a majority of students of
color being educated, in large part, by teachers who do not share a racial background. In fact,
67% of Black fourth grade students are taught by White teachers, while only 23% are taught by
Black teachers (Yarnell & Bohrnstedt, 2018). Some Black students are never taught by a Black
teacher or any educator of color (Gershenson et al., 2018). The opposite is true for White
students, as 91 percent of White fourth graders are taught by White teachers (Yarnell &
Bohrnstedt, 2018). These numbers will be the basis of the lived experiences for students of color,
for the foreseeable future.
Teacher Race and Student Achievement and Experience
The lack of racial diversity within the public school teacher workforce ultimately
translates to a lack of racial congruence between teacher and student in the classroom. This racial
mismatch between teacher and student adversely affects students of color’s educational
experiences. Research has shown that students benefit from being taught by teachers of their own
race. Students of color who are taught by same-race teachers experience fewer discipline issues,
higher expectations, less bias in the classroom, and increased test scores (Carver-Thomas, 2018;
Cherng & Halpin, 2016; Dee, 2004, 2005; Égalité et al., 2015; Gershenson et al., 2015;
Klopfenstein, 2005; Kozlowski, 2015; Landsman, 2004; McGrady & Reynolds, 2013). These
benefits may be, in part, the result of a shared cultural capital in the classroom (McGrady &
Reynolds, 2013). In fact, “cultural capital theory suggests that mismatch complicates classroom
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interactions and undermines academic achievement” (McGrady & Reynolds, 2013, p. 4). This
may be the result of implicit biases, which subconsciously affect decisions and assumptions
made by teachers who are not of the same race or cultural background of the student.
Implicit biases held by teachers often impact a student’s educational experience. Students
who are taught by teachers who do not share their racial identity have an increased chance of
being seen negatively by their teachers (Dee, 2005; Lindsay & Hart, 2017; Okonofua &
Eberhardt, 2015; Ouazad, 2014). In general, Black and Hispanic students are perceived as less
attentive, more disruptive, and less scholastically capable than their White peers when taught by
a White teacher (Dee, 2005; Landsman, 2004; Okonofua & Eberhardt, 2015; Ouazad, 2014).
Teacher perceptions undoubtedly influence classroom environment and educational experience
for students. For example, teachers who perceive a student as having less scholastic aptitude
often have lower expectations for that student and as a result, these students are often denied
academic opportunities (Ladson-Billings, 1998; Landsman, 2004). Due to implicit biases, some
teachers are susceptible to bringing racial stereotypes which exist in society at large into
classroom settings. As a result, Black and Hispanic students often receive more negative
subjective ratings of classroom behaviors from teachers who do not share their racial background
(Redding, 2019). Black and Hispanic students who are taught by White teachers are often denied
the opportunity to answer complex questions, less likely to be recommended for gifted programs,
often have their efforts misinterpreted, and are more likely to have their academic performance
rated lower than their Asian and White peers (Dee, 2005; Landsman, 2004; McGrady &
Reynolds, 2013; Redding, 2019). McGrady and Reynolds (2013) found that, for “Black and
Hispanic 10th-grade students, there is never a gain or advantage from having White instead of
nonwhite teachers, there is sometimes a penalty” (p. 13). This finding illuminates the problem a
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predominantly White teacher workforce presents for the educational experience and outcomes
for Black and Hispanic students.
In contrast, Black and Hispanic students who are taught by teachers who share the same
racial identity, or a similar cultural affiliation are perceived more positively. In general, Black
and Hispanic teachers of Black and Hispanic students have higher expectations, rate these
students’ academic ability higher, and have a more positive perception of their classroom efforts
(Carver-Thomas, 2018; Gershenson, et al., 2015; McGrady & Reynolds, 2013). McGrady and
Reynolds (2013) found that “nonwhite teachers' view of students appears to be much less
susceptible to these racial stereotypes. For instance, nonwhite teachers rarely viewed Black or
White students significantly differently than White teachers perceived White students” (p. 14).
One likely explanation for the differences between perceptions of Black and Hispanic students
by White and Black or Hispanic teachers is cultural capital, a set of knowledge possessed by
people who share similar identities or groupings. In classroom settings, normative behaviors
expected from scholars by teachers, such as raising one’s hand before speaking, sitting still and
tracking the presenter, and using accepted volume and tone when speaking are expected by some
educators and students who do not conform to the dominant cultural expectations of what
behaviors are accepted in classrooms and schools are often perceived as other and different or
deficient. When this is factored in, a student’s tone or volume of voice, which may be culturally
accepted and understood by a teacher who shares an identity, such as race, may be misinterpreted
by a teacher who does not share this cultural capital. This misinterpretation by a predominantly
White teacher workforce of cultural norms, which may be different from their own, is
detrimental to Black and Hispanic student achievement as Black and Hispanic students are
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disproportionately more likely to be recommended for and placed in special education (Skiba et
al., 2005). This is a direct result of the racism embedded in the United States education system.
Teacher-student racial matches have been linked to increased student achievement. Black
and White students taught by teachers who share their racial identity experience positive
academic gains in reading and math (Dee, 2004; Égalité et al., 2015). Klopfenstein (2005)
asserted, “a shortage of Black teacher role models serves as one barrier to the academic progress
of Black mathematics students” (p. 426). This is especially true for lower-performing students.
Results of research have hinted that these yearly academic gains may be “additive over time”
(Dee, 2004, p. 195). Gains experienced by Black students taught by Black teachers in their
elementary years seem to also translate to later academic successes, with fewer students dropping
out and more students aspiring to go to college (Dee, 2004; Gershenson, et al., 2018). As such, it
can be posited that the achievement and opportunity gap historically experienced by Black and
Hispanic students might be remedied if the teacher workforce were more representative of the
student population, potentially leading to better academic outcomes for Black and Hispanic
students taught by racially similar teachers.
In addition to improved academic achievement, Black students who are taught by Black
teachers also benefit by having a more positive school experience as a result of improved social
and emotional understandings. These improved understandings are thought to be in part the
result of cultural competency which arises from racial congruence and often result in teachers
serving as unintentional role models and advocates (Klopfenstein, 2005; Redding, 2019;
Warikoo, 2004). In these roles, Black teachers may negate the stereotype threat Black students
may experience when assigned to a White teacher and instead inspire them to persist in school
(Dee, 2004; Redding, 2019). When Black and Hispanic students are taught by teachers who
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share their racial identity, they may become empowered to pursue more academic achievement
because they see a representation of that possibility at the front of the classroom. Additionally,
the ways in which students of color experience school may improve as a result of curricular
choices made by T.O.C. (Redding, 2019). Ladson-Billings (1998) has argued that the lack of
Black teachers in educational spaces to speak up during curriculum meetings may lead to
“distortions, omissions, and stereotypes of school curriculum” their absence may also lead to the
perpetuation of curriculum which was “designed to maintain a White supremacist master script”
(pp. 22, 21). On the other hand, teachers of color who share a racial identity with their students
may be able to use their cultural competency to create curriculum which honors students as
individuals, rather than curriculum that either excludes students of color or “presumes a
homogenized “we” in a celebration of diversity” (Ladson-Billings, 1998, p. 22; Redding, 2019).
This form of culturally responsive and sensitive teaching may be less available to Black and
Hispanic students in a predominantly White teacher workforce.
The disproportionate representation of White teachers in the public education workforce
also negatively impacts White students, as these students are unjustly denied the exposure to
positive examples of people from other races, which could serve to reduce implicit biases and
build a network of cultural understanding for students with limited exposure to people of other
races (Siegel-Hawley, 2012). Although the United States’ population is becoming more
culturally and ethnically diverse, many Americans do not have friends of other races. In 2013,
Reuters reported that, “about 40 percent of White Americans and about 25 percent of non-White
Americans are surrounded exclusively by friends of their own race” (Dunsmuir, 2013). This
trend may be in part because many public schools are still largely segregated, decades after
Brown vs. Board of Education. Schools are where many people make their lifelong friends;
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however, a majority of White students attend schools with largely White student populations
(69% White students and 31 % students of other races) (Orfield et al., 2019). The same is true for
students of color who attend schools with a high concentration of peers from their own race.
As of the 2016-2017 school year, Black students attended schools with populations that
are 47% Black students and Latinx students attended schools with 55% of the population their
own race (Orfield et al., 2019). Additionally, 40% of students of color also attend schools which
were considered to be intensely segregated where 90% of students identify as students of color
(Orfield et al., 2019). Most of these schools are located in low-socioeconomic neighborhoods
where students are entitled to Title 1 funds, an indicator of poverty. Teachers of color are more
likely to work in these schools, which are characterized as high-need and hard-to-staff, than
White teachers (Albert Shanker Institute, 2015). Therefore, students of different races are often
neither exposed to each other nor to teachers of color. This lack of cross-racial educational
experience is detrimental to White students because research has shown that all students,
including White students, perceive Black teachers as having higher academic standards for them
than White teachers. In fact, all students rated Black and Latino teachers higher in several
components used in the Measure of Effective Teaching (MET) study funded by Bill and Melinda
Gates, including being clearer in instruction and caring more in the classroom (Cherng & Halpin,
2016). In addition, White students are less likely to experience disciplinary issues when taught
by a Black teacher (Lindsay & Hart, 2017). It is just as important for White students to have
Black educators as it is for students of color because exposure to individuals of color may limit
the susceptibility to subscribing to stereotypes and limit implicit bias.
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Race and Career Trajectory into Teaching
Recruitment to teaching profession
The lack of access students of color have to educators of color may contribute to the low
interest students of color have in the field of teaching. As Assistant Superintendent of Human
Capital for the Boston Public Schools, Emily Kalejs Qazilbash, has suggested, “You’re a black
student or you’re a Hispanic student, you don’t really see black or Hispanic teachers, so it’s not
really on your mind to go into teaching. We say the pithy statement, ‘You can’t be what you
don’t see’” (Moss, 2016). Without a mirror reflection in the classroom, it may be hard for
students of color to see themselves as teachers. This may be one reason that helps account for the
low percentage of Black students who are enrolled as education majors and who graduate with a
degree in teaching (National Center for Education Statistics, 2019a). The continued
disproportionate under enrollment of students of color in teacher education programs in college
will certainly perpetuate the underrepresentation of TOC in the classroom.
Additionally, the field of education may not be attractive to some students of color,
especially first-generation college students, who may have to pay for their education out of
pocket. College students of color take out more loans to pay for their schooling than White
students (Miller, 2017). As a result, many college graduates of color leave college with higher
debt (Campbell et al., 2019). As of the 2015 - 2016 school year, Black teachers earned less than
White teachers, annually, $52,420 and 55,120, respectively (NCES, Condition of Education,
2019). Thus many college graduates of color may search for higher paying careers which will
allow them to more easily and expeditiously repay college debt.
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Teacher Education Programs
Another likely contributing factor to the underrepresentation of teachers of color is
required standardized testing related to teacher preparation and certification. A detailed analysis
of more than 300, 000 test takers of Praxis I or Praxis II has shown that there is a notable
difference in average scores for test-takers of different racial backgrounds. In fact, African
American test takers were between 35 and 41% less likely to pass any of the Praxis I tests than
White test takers (Tyler, 2011). The Praxis I test is often one component for admittance to
teacher education programs in many states. Those who do not achieve a passing score in those
places may not be allowed into teacher education programs, with the exception of some
alternative route certification programs. African Americans’ performance on the Praxis I may be
a contributing factor to the low enrollment of TOC in teacher education programs. In fact, during
the 2017-2018 year, 75% of graduates with a bachelor’s in education were White (National
Center for Education Statistics, 2019a). This conferral rate is comparable to and explanatory of
the alarming overrepresentation of White educators in the teacher workforce.
Many TOC enter the profession through alternative certification pathways (CarverThomas & Darling-Hammond, 2017; Feistritzer et al., 2011). In fact, alternate certification
programs enroll a higher rate of TOC than traditional programs do (NCES, Characteristics of
Public School Teachers Who Completed Alternative Route to Certification Programs, 2018).
These programs are known for fast-tracking teachers into the classroom with little time for
training and a lack of support once in the classroom. Teachers who enter through alternative
certification programs often balance graduate school courses with full time teaching, and many
report feeling overwhelmed (Carver-Thomas, 2018). In effect, these alternative route programs
aim to increase the amount of TOC in the classroom; however, once there, the teachers who enter
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the classroom through these programs often cycle out of the classroom, at a higher rate than
teachers who enter the classroom through a traditional route (Redding & Smith, 2016; Ware et
al., 2011). The fact that more TOC enter the classroom through non-traditional routes may be
linked to higher rates of attrition for these teachers, and ultimately the unequal representation of
TOC in the classroom.
Certification Exams
Standardized tests required for teacher licensure is one challenge to TOC recruitment
(Madkins, 2011; Nettles et al., 2011). In New York City, the largest school district in the United
States, Black and Latino test takers were far less likely to pass one of their licensing tests, the
Liberal Arts and Science Test (LAST). In fact, in a class action lawsuit brought against New
York City, the complaint states that White test takers passed almost 84% of the time while Black
and Latino test takers passed 44% and 40% of the time, respectively (Gulino v. Bd. of Educ. of
the City Sch. Dist. of New York). Although in recent years, many states have moved toward
performance-based components for licensing, for example, the edTPA. Data show that TOC fail
to meet the minimal requirements at a disproportionate rate than their White peers. For example,
TOC fail the edTPA at a higher rate than white teachers and teacher candidates (Goldhaber et al.,
2017; Petchauer, et al., 2018). Additionally, research also has shown that those who pass the
Praxis I are more likely to pass the Praxis II test, which is the content test required for
certification in many states (Tyler, 2011). Thus, certification exam requirements serve as yet
another barrier to increasing the amount of TOC in the classroom.
Job Attainment
According to D'Amico et al., (2017), race plays a role in hiring decisions and practices.
They found that White teacher applicants received a disproportionate number of job offers
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compared to Black teacher applicants and Black teachers who were hired, were most likely hired
by a Black principal. As a result of these hiring practices, Black teachers and other TOC are
unemployed at a higher rate than White teachers (Lindsay, 2018). Even if TOC secure a teaching
position, TOC are also more likely to change schools and report that change as involuntary and
due to localized issues at the school level (Lindsay, 2018). This sort of job market and climate
for TOC, may contribute to their decision to not enter or remain in the field of education.
Race and Teacher Attrition
Even if TOC candidates persist through recruitment, licensing tests, and discriminatory
hiring practices, TOC are still more likely to face difficulties in a predominantly White
workforce and segregated education system, such as racism and navigating issues of race in both
teacher preparation programs and in school buildings once assigned (Johnson, 2002; Kohli,
2009), feeling undervalued, deprived of autonomy in their classrooms, and the emotional and
psychological “ cultural taxation” (Padilla, 1994) or “Black tax” (Cohen, 1998) of being an
educator of color (Albert Shanker Institute, 2015; Dixon et al.,, 2019; Griffin & Tackie, 2016).
As a result, TOC leave the profession of teaching at higher rates than White teachers (CarverThomas, 2018).
An additional reason for higher rates of attrition for Black teachers, can be attributed to
the fact that teachers of color are more likely to work in high-need, hard-to-staff, high-poverty,
urban schools with higher minority populations than White teachers (Albert Shanker Institute,
2015). Teaching in a high needs school puts added strain on TOC and as a result, many teachers
of color depart from high-need schools and the profession because of the lack of resources,
(Albert Shanker Institute, 2015; Borman & Dowling, 2008; Ingersoll et al., 2018). The cycle of
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recruitment followed by subsequent attrition creates a revolving door effect of TOC cycling in
and quickly cycling out of the profession, ultimately undermining all recruitment efforts aimed at
increasing the share of these teachers in the workforce.
Race and Mentoring
One approach to retaining teachers is through mentoring. Mentoring is hailed as a
necessary support for novice teachers ((Ingersoll & Kralik, 2004; Ingersoll & Smith, 2004;
Ingersoll & Strong, 2011; Odell & Ferraro, 1992; Tillman, 2005). Mentoring as defined by
Ingersoll and Smith is “the personal guidance provided, usually by seasoned veterans, to
beginning teachers in schools” (2004, p. 683) and has been associated with decreased rates of
teacher attrition (Borman & Dowling, 2008). Mentoring has been shown to reduce attrition
between 18 and 30%, with the best results coming from having a teacher mentor from the same
field or subject area (Ingersoll & Smith, 2004). Mentoring provides new teachers with support
which is needed to persist in the classroom. Mentors may help to alleviate the sense of job
dissatisfaction experienced by new teachers, often the result of the lack of autonomy and limited
resources, by helping them with planning, securing resources, and developing effective
instructional strategies (Odell & Ferraro, 1992). Additionally, mentoring can provide teachers
with the emotional support to navigate the myriad complexities encountered during their first
year (Odell & Ferraro, 1992). It could be presumed that this sort of support might prove
advantageous to teachers of color during their first years of teaching and could lead to less
attrition; however, teachers of color are still leaving the profession at an alarming rate, even
though many districts provide mentors for their first-year teachers. This leads to the need to
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revisit the mentoring supports provided and the ways in which novice teachers of color are
supported through mentoring.
At present there is a dearth in the literature about the role of race on mentoring
relationships between teachers. However, in fields in which professionals of color are
underrepresented, such as STEM and higher education, similar to PK-12 education, research has
uncovered differences in the perspectives of mentoring relationships based on racial mismatch.
Overall, mentoring relationships in which mentor and mentee shared a racial identity proved to
be more positive. Findings from various studies allude to mentees perceiving their mentors who
shared a racial identity as more trustworthy, are able to develop deeper bonds, and feel more
understood by their mentors (Bouclin, 2017; Patton, 2009; McGaskey et al., 2016; Mondisa,
2018; Owen & Solomon, 2006; Reddick, 2012; Tillman, 2005). As such, professionals often
sought out racially similar mentors because they wanted to be understood as a whole person and
sought mentoring on an emotional and psychological level as well as professionally (Alston et
al., 2017; Dahlvig, 2010; Dingus, 2008; Patton, 2009). The ease and the development of trust
took more time in mentoring relationships which were cross-racial (Patton, 2009). However,
cross-racial mentoring was viewed more positively by mentees when mentors were racially and
culturally conscious, aware, and accepting (Patton, 2009; Reddick, 2012). This work raises the
question of what the role of race in mentoring relationships with novice PK-12 classroom
teachers of color is.
The disproportionate underrepresentation of TOC in the PK-12 classroom may be
attributed to a multitude of factors and may be cyclical in nature. Research has shown that
students of color have a more positive school experience with TOC (Dee, 2004; Égalité et al.,
2015). TOC may provide a mirror for these students which in turn may provide them with a role
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model and an interest in a career in education. However, at present, students of color are
disproportionately taught by educators who do not look like them. It has been proven students of
color are likely to have a more negative school experience when taught by educators who do not
share a racial or cultural background. This experience may lead students of color away from
pursuing a career in education. This experience paired with multiple hardships when trying to
pursue a career in education, such as barriers to teacher preparation and certification, racist hiring
practices, lower pay than their peers, and more emotional burden in the classroom may deter
students of color from pursuing a career in education, which is ultimately where the cycle begins
again. The purpose of this study was to answer the following questions with the hopes of
generating information about the role of race in mentoring relationships with the goal of
uncovering information to contribute to practices which may retain TOC:
1. How do early career teachers of color describe their mentoring relationships?
2. How, if at all, do mentees describe the role that race plays in their mentoring
relationships?
3. How do mentor teachers of teachers of color describe their mentoring relationships?
4. How, if at all, do mentor teachers of teachers of color describe the role that race plays in
their mentoring relationships?
Theoretical Frameworks
In this study I explored the research questions from a Critical Race perspective. The
tenets from mentoring theory undergird the analysis of participant mentoring experiences. In
addition, I analyzed the mentions of race through a cultural capital lens to make sense of the
cultural exchange of ideas described by participants when reflecting on their mentoring
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relationships. Finally, Culturally Responsive and Sustaining Pedagogies (CR-SP) is used to
articulate strategies for mentoring TOC as uncovered in the data. The conceptual theoretical
framework in Figure 1 illustrates the way in which I conceptualized my theoretical framing. Like
an atom, CRT orbits the other framing theories and is embedded in the analysis throughout this
study.
Figure 1
Conceptual Theoretical Framework

Critical Race Theory
The endemic nature of racism in the United States means most structural systems, such as
the public school’s system, which are touted to be fair, inclusive, and equal, are not (Brown v.
Board of Ed, 1954; Pennsylvania Association of Retarded Children v. Commonwealth, 1971;
Plyler v. DOE, 1982). This has been known for a very long time; however, the people who’s
lived experiences are affected by the systems fueled by racism have always been systemically
silenced. The anti-blackness and White supremacy upon which this nation was founded
continues to permeate all sectors of the K-12 educational system. This includes TOC experience.
The critical race movement began in the 1970s as a response to slow-moving progress
toward racial reform in the legal landscape and was a spawn of critical legal studies (Crenshaw et
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al., 1995). When Critical Race Theory (CRT) was adopted in the field of education, the original
tenets became the base of the education tenets, which Daniel Solórzano (1997) summarized: (1)
the intercentricity of race and racism; (2) the challenge to dominant ideology; (3) the
commitment to social justice; (4) the centrality of experiential knowledge; and (5) the utilization
of interdisciplinary approaches. With similar goals as CRT theorists in the legal field, CRT
theorists for education are committed to challenging White privilege by elevating
counternarratives in research studies that take on an interdisciplinary approach to address social
injustices. As such, the CRT framework will allow for a radical understanding of nuances of race
in the development of mentoring relationships with TOC.
Cultural Capital
Cultural Capital was used to gain a deeper understanding of the role of race in mentoring
relationships. Bourdieu (1986) believes there are wells of knowledge shared amongst people of
the same groupings. Cultural capital is said to make everyday interactions between people easier.
It is thought that a shared culture often comes with a common language, beliefs, and ultimately a
shared understanding. Bourdieu believes shared knowledge may lead to an easier understanding
between people who share the same cultural identity or between people who have access to
knowledge and understanding of the cultural norms of a group. Thus, where there is a lack of
cultural capital between two people or entities, it can be hypothesized there may be instances of
misunderstandings. Culture, for the purpose of this dissertation, is operationalized as a
foundational set of practices, beliefs, perspectives, language, and traditions that exist
predominantly amongst a group of people within a similar geographic region, nation, ethnic, or
race classifications. Therefore, for the duration of this study, knowledge and understanding of a
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culture is equated to cultural capital. Culture is not used interchangeably for race. However, race
is one marker of a grouping which may share cultural capital.
Cultural capital also suggests culture is responsible for knowledge and value of certain
subjects and ways of life. Bourdieu theorizes once people have been socialized to come to value
something, they will develop a disposition which will continue to value said entity (1986).
Hence, dominant culture will value and accept and desire a certain set of normative behaviors,
which are behaviors learned as a member of a group, from anyone who wants to be a member of
their culture grouping, which are ultimately rewarded.
The school system in the United States, which at the inception was meant to replicate the
wells of knowledge and values held by the middle class, values the cultural capital of the
dominant culture, that of the White, middle class. This has been and remains problematic for
students in elementary and secondary public schools in the United States, especially for students
of color, who are often taught by teachers who do not share their culture or race. However, the
hegemonic state of education is also problematic for TOC. Working in an environment which
has privileged whiteness as normative means that TOC face unique challenges which may not be
easily understood by mentors who have not personally experienced the same challenges or who
are not aware of the unique challenges which exist for TOC. With a cultural capital lens, I looked
to find answers of how the mismatch of capital between teacher mentors and mentees may affect
the development of a mentoring relationship.
Mentoring Theory
Finally, mentoring theory will serve as an underlying lens through which data from this
study answer the research questions. As mentoring theory is still in development, Kram’s (1983)
seminal article and Bozeman and Feeney’s (2007) analysis and critique of existing mentoring
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theory informed my analysis. Kram’s (1983) mentorship stages, specifically the initiation and
cultivation stages, served as markers of time elapsed during a mentoring relationship as this
study focuses on the early stages of mentoring relationships in which the relationship is built and
cultivated. Bozeman and Feeney’s (2007) definition served as the foundation for the definition of
mentoring used throughout this study. Additionally, their guidance on what constitutes
mentoring guided the evaluation and analysis of mentoring relationships described by
participants.
Culturally Responsive and Sustaining Pedagogies
CR-SP is used to view the ways in which participants in this study described their
mentoring relationships in regard to the connections built with their mentees and mentors and the
supports mentees wanted and sought out in comparison to the support mentors provided.
Culturally responsive pedagogy has three main goals: academic success, cultural competence,
and critical consciousness (Ladson-Billings, 1995). In this study, the student, or pupil, is the new
TOC entering the field. In line with that thinking, mentors, if they subscribe to culturally
responsive pedagogy, could mentor their mentee while centering their mentees’ unique cultural
experiences and needs in conjunction with teaching or modeling the cultural capital of the
dominant culture, in this case, teacher culture, which because the field is majority White, may
also mean White culture. Pushing this forward to culturally sustaining pedagogies honors and
recognizes all of the cultures the mentee would bring to a mentoring relationship and look to the
intersectionality of these cultures as a node of strength without the need to leave them behind in
the vein of becoming socialized into teaching (Paris & Alim, 2014). This sort of mentoring could
be referred to as culturally or community responsive mentoring. I viewed the data from this
perspective as I formulated the implications of this study.
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CHAPTER II
REVIEW OF LITERATURE
This literature review focuses on studies which examine the essence, effectiveness, and
the experience of mentoring relationships from the perspective of mentors and mentees. This
review highlights definitions and common components of mentoring, specifically teacher
mentoring. Additionally, this review centers published studies which examine the mentor and
mentee experience, independently and collectively. This review is guided by the question: What
makes for an effective mentoring relationship and does race play a role in mentoring
relationships? Specifically, this review focuses on the experience of mentors and mentees in
cross-racial and same-race mentoring relationships.
Mentoring Defined
Mentoring has been lauded as a mechanism within teacher induction which may
contribute to higher teacher satisfaction and possibly lower attrition rates (Ingersoll & Kralik,
2004; Ingersoll & Strong, 2011; Odell & Ferraro, 1992). Over the last few decades there have
been numerous studies conducted on the essence and impact of mentoring; however, there isn't a
universally accepted definition of mentoring within the literature, thus there is discordance about
what qualifies as mentoring. Kram’s (1983) seminal article in which they conducted in-depth
interviews with senior and junior managers to ascertain the nature and impact of developmental
relationships, is often cited for the four stages of mentoring they developed from the data they
gathered. These four stages, initiation, cultivation, separation, and redefinition are often cited as
the definition or the base of many other definitions of mentoring within the literature (Bozeman
& Feeney, 2007; Eby, 1997; Ragins, 1997). However, as Bozeman and Feeney (2007) have
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critiqued in their conceptual analysis of existing mentoring theory, these “definitions” do not
actually provide a definition of mentoring; rather, they provide attributes of mentoring.
Bozeman and Feeney (2007) asserted that without a clear mentoring theory, mentoring research
will be largely unsuccessful at meeting the inquiries of policy makers and other scholars. As
such, they provide a working, nuanced definition, with multiple qualifiers. Mentoring, according
to Bozeman and Feeney (2007), “is about the transmission of knowledge” (p. 724). They have
furthered this definition by providing a base to potentially launch a mentoring theory. The pair
define mentoring as
a process for the informal transmission of knowledge, social capital, and psychosocial
support perceived by the recipient as relevant to work, career, or professional
development; mentoring entails informal communication, usually face-to-face and during
a sustained period of time, between a person who is perceived to have greater relevant
knowledge, wisdom, or experience (the mentor) and a person who is perceived to have
less (the protégé) (Bozeman & Feeney, 2007, p. 731).
Bozeman and Feeney (2007) asserted that the transmission of knowledge is one of the key
components of mentoring; however, they emphasize that mentoring relationships should be
informal in nature and center professional support. This is different from others who have
insisted that mentoring relationships can be formal, mandated or curated by an employer, and
should also support the mentee socio-emotionally (Abell et al., 1995; Bouclin, 2017; Kram,
1983; Thomas, 1993).
The terms mentor, coach, advisor, and sponsor are sometimes used interchangeably in
adjacent everyday conversation. In scholarly literature, the distinction has not been made clear
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between mentoring and adjacent concepts such as coaching but has been acknowledged. Alston
et al. (2017) examined the role of mentoring in Black male STEM PhD candidates' career and
identity development. They found that their participants perceived advisement and mentoring
differently, but they did not elaborate or define that difference. Bozeman and Feeney (2007) have
articulated that mentoring and coaching share “concept space” as they are “closely related
phenomena” (Bozeman & Feeney, 2007, pg. 724). However, the main difference between
coaching and mentoring is that in order to meet the parameters of their definition, true mentoring
is informal, without boundaries. In practice, a mentor is supposed to be someone who supports
you as you are inducted into an organization or group. As such, a mentoring relationship requires
“unequal knowledge, but only in the domain of the mentoring” (Bozeman & Feeney, 2007,
p.731). In a mentoring relationship, it is expected for the mentor to pass down this knowledge
and provide professional support through modeling, sponsorship, and support (Bouclin, 2017;
Bozeman & Feeney, 2007; Hobson et al., 2009; Ingersoll & Strong, 2011; Kram, 1983; Patton,
2009). Additionally, many mentoring relationships also provide socioemotional support (Alston
et al., 2017; Bouclin, 2017; Bozeman & Feeney, 2007; Dingus, 2008; Kram, 1983; Odell &
Ferraro, 1992; Patton, 2009). Sponsorship is another adjacent concept often mentioned
interchangeably or relatedly to mentoring. According to Thomas (1993) sponsorship in its base
form provides a myriad of career supports, such as providing them networking opportunities and
onboarding them to organization culture; however, sponsors do not have strong emotional
attachments as is present in typical effective and positive mentoring relationships.
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Mentoring: Professional support
Kram (1983) argued that good mentoring relationships provide modeling in the early
stages or initiation phase, which is the first six to twelve months of a mentoring relationship. In
teacher mentoring relationships, mentors generally support novice teachers by providing
instructional support such as co-planning, informal observation, problem solving, and modeling
(Abell et al., 1995; Ingersoll & Strong, 2011; Smith & Ingersoll, 2004). Teacher mentors help
novice teachers socialize into the culture of teaching and of the school they teach in (Dingus,
2008; Kutsyuruba et al., 2019; Wang & Odell, 2002). Beginner teacher mentoring often focuses
on and results in improved teaching practice of the novice teacher (Smith & Ingersoll, 2004).
Additionally, mentors should provide new teachers with a role model.
Through modeling, novice teachers should learn the trade and become socialized into
their roles as teachers. As a result, teachers who take part in mentoring have been found to show
higher student achievement after sustained mentoring (Glazerman et al., 2010; Ingersoll &
Strong, 2011; Smith & Ingersoll, 2004), better teaching practices (Thompson et al., 2004), more
confidence in their teaching ability, improved student-teacher relationships (Kutsyuruba et al.,
2019), and stronger classroom management (Ingersoll & Strong, 2011; Lindgren, 2005). In
addition to professional support, some mentors also provide some of the sponsorship described in
Thomas’ (1993) study. In the education, sponsorship means mentors do not solely support their
mentees with regard to improving pedagogical practices; they also curate opportunities for
collaboration and leadership opportunities within their schools for their mentees.
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Mentoring: Socioemotional Support
Socioemotional support is another benefit of mentoring relationships. Although not
explicitly required (Bozeman & Feeney, 2007), many mentors (Abell et al., 1995; Kram, 1983;
Sowell, 2017) and mentees (Abell et al., 1995; Bouclin, 2017; Kram, 1983; Morettini, 2016;
Odell & Ferraro, 1992; Patton, 2009) find emotional support to be one of the most important
benefits of a mentoring relationship. Gardiner (2017) studied four new teachers and two mentors
and found that new teachers felt, “‘overwhelmed,’ ‘barely hanging in,’ ‘emotionally drained,’”
(p. 59). Mentors in this study checked in on their mentees daily, both in person and electronically
via email or text, to see how their mentees were doing emotionally. Their frequent check-ins
were purposeful because they wanted their mentees to know they “can reach out anytime with
anything, even if they think it sounds silly” (Gardiner, 2017, p. 59). This sort of presence in a
mentee’s life can offer the support they need in critical moments in and out of the classroom
during their first years of teaching. Additionally, Kutsyuruba et al. (2019) looked at surveys from
a significant data set of Canadian teachers and found that mentoring may increase the well-being
of early career teachers. Participants in this study shared that mentoring helped them to “thrive”
(Kutsyuruba et al., 2019).
In general, mentoring is thought of as a one-to-one relationship (Bozeman & Feeney,
2007; Hobson et al., 2009). Like most relationships, these professional relationships function
best when there is mutual trust and respect (Abell et al., 1995; Gardiner, 2017; Hallam et al.,
2012; Jackson et al., 2014; Martin et al., 2016; Patton, 2009; Sowell, 2017; Thomas, 1993). All
of the aforementioned supports which are supposed to be provided by a mentor can only occur if
there is trust embedded in the relationship. Data gathered by Hallam et al. (2012) in their study
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of the effect of two contrasting mentoring models in different districts, supported the idea that
mentees value friendship with their mentors and the trust developed in the friendship allows
them to feel more comfortable to seek support. Mentors in another study reported that building
relations with their mentees also allowed for trust to develop (Sowell, 2017). Bouclin (2017), in
their grounded theory exploration of the importance of personal characteristics and social
location in mentoring relationships, found that law students of color felt more comfortable
seeking support from mentors who they perceived as trustworthy. Similar to other studies
(Alston et al., 2017), Bouclin (2017) also found that participants in their study, which examined
how 26 marginalized and underrepresented law students struggle to find and access mentors with
whom they could relate, refrained from reaching out to their mentors if they did not feel a sense
of trust. Ultimately, mentees who were in trusting relationships with their mentors had more
positive relationships. These mentees reported feeling less isolated and more confident. These
findings are consistent with previous research (Kram, 1983; McIntyre & Hagger, 1996).
Mentoring: Connection to Teacher Attrition and Retention
Over the last few decades, teaching has become a profession with a revolving door
(Ingersoll et al., 2018; Smith & Ingersoll, 2004). Approximately 44% of teachers stop teaching
within five years of entering the classroom (Ingersoll et al., 2018). This attrition rate costs the
United States approximately $7.3 billion annually (National Commision on Teaching and
America’s Future, 2007). As of the 2015-2016 school year, the average teacher had 3 years
teaching experience, which is down 12 years’ worth of experience from the 1988-1989 school
year when teachers had an average of 15 years of experience (Ingersoll et al., 2018).
Additionally, although hiring has increased over the last few decades, there is still a teacher
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shortage as a result of a large number of teachers who depart from the profession each year and
the decline in people who are graduating with teaching degrees (García & Weiss, 2019; Sutcher,
et al., 2016).
It is thought that induction programs which include thoughtful mentoring components
increase job satisfaction (Ingersoll & Strong, 2011; Kram, 1983). Effective teacher mentoring
programs have been associated with less teacher attrition, from both schools and the profession
(Ingersoll & Kralik, 2004; Ingersoll & Strong, 2011; Odell & Ferraro, 1992; Smith & Ingersoll,
2004). “Having a mentor in one’s field reduced the risk of leaving at the end of the first year by
about 30%” (Ingersoll & Strong, 2011). Differences in retention rates were also cited for novice
teachers who had a mentor outside of their field. Those teachers were 18% less likely to leave the
profession (Ingersoll & Strong, 2011).
Ingersoll and Smith (2004) found, in their critical review of the literature examining the
effectiveness of induction programs and their components, that mentoring may have had some
effect on lowering attrition rates of teachers. However, they also discovered that the impact of
mentoring on retention rates may differ depending on the context in which the school is located.
These results may be confirmed in Glazerman et al. (2010) large scale, randomized controlled
trial in which he and colleagues tried to determine if a more comprehensive mentoring program
would improve teacher and student outcomes. Glazerman et al. conducted their study in districts
with a number of high-needs schools. Findings in this study showed no difference in retention
between the control group and the participants in the trial. These findings support what Ingersoll
and Smith (2004) found that induction strategies, including mentoring, had very strong effects of
lowering attrition rates of teachers in low poverty schools, and no effect in schools with higher
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poverty levels. This may be due in part to the demanding workloads mentors may have in high
poverty schools (Lee & Feng, 2007; Simpson et al., 2007). It has been asserted that mentoring is
more effective when mentors are given the time within their schedules to mentor (Abell et al.,
1995). However, Morettini (2016) who examined the motivation for novice teachers to continue
teaching in a hard-to-staff urban school, challenged the idea that mentoring is not effective in
high poverty schools. Participants in this study shared that extensive mentoring, specifically the
emotional support they received in their alternative certification program, was among one of the
reasons they persisted in the classroom during their first year (Morettini, 2016).
Aside from having a mentor in the same field, common planning time was found to be
another important element of an effective mentoring relationship (Ingersoll, & Smith, 2004).
Mentees reported time as one of the most important factors in developing a successful
relationship; thus, it can be hypothesized that both new teachers and mentors in high poverty
schools may not have enough sacred time for mentoring in order for the new teacher’s needs to
be addressed (Johnson et al., 2005). Many schools located in high poverty districts are
underfunded and understaffed. As such release time may not be offered to mentees or mentors to
explore and build their mentoring relationships. Participants in DeCesare et al. (2016) indicated
that lack of time and funding were two major hindrances to an effective mentoring program. The
time spent building mentoring relationships as well as a mentor and mentee’s availability to
engage in frequent dialogue have been thought to be important factors in building an effective
mentoring relationship (Abell, et al., 1995; Hallam et al., 2012; Menges, 2016). If mentors and
mentees are not given the time to meet to build an effective mentoring relationship, nor are they
compensated for their time spent outside of their full teaching schedules, the benefits which are
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hypothesized to be associated with effective mentoring, such as the reduction of attrition may not
materialize in schools which have not allocated time or money, such as high poverty schools
Mentoring: Formats and Assignments/Matching
Over the years, the prevalence of teacher mentoring has increased. This increase was the
motivation for Ingersoll and Smith’s (2004) analysis of a large data set from NCES Schools and
Staffing report. They aimed to understand whether or not teacher induction and mentoring matter
in regard to teacher retention. The number of teachers receiving new teacher induction doubled
between the 1990-1991 school year and the 1999-2000 school year (Ingersoll & Smith, 2004).
During the 2015 - 2016 school year, 79.9% of teachers reported receiving some sort of
mentoring during their first year of teaching (García & Weiss, 2019b). This number remains
consistent from when Ingersoll and Smith (2004) conducted their study and found, of the 80% of
teachers receiving formal induction training, 90% found mentoring to be helpful (Ingersoll &
Smith, 2004). Although mentoring has been associated with reducing teacher turnover and
improving some aspects of pedagogy, mentoring formats, like the definition of mentoring, are
not uniformly executed or implemented. Differences in format of mentoring programs fall along
state, city, and district lines. In many cases, individual schools and principals are left to create
and implement mentoring programs. As such, program format, offerings and goals vary widely.
Areas of dissimilarity fall in the categories of mentor compensation, training, and match pairings
(Smith & Ingersoll, 2004).
Research has shown that mentoring for new teachers is most effective when they are
mentored by someone in the same field (Hallam et al., 2012; Ingersoll & Smith, 2004; Ingersoll
& Strong, 2011). For example, a mentoring relationship would be most successful between a
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mentor and a mentee who teaches the same subject. Matching pairs according to subject area
may prove fruitful as one of teacher mentoring’s most commonly expected and valued
components is instructional support such as co-planning, informal observation, problem solving,
and modeling (Abell et al., 1995; Ingersoll & Strong, 2011; Smith & Ingersoll, 2004). At present,
there is a gap in the literature focusing on how mentors and mentees are assigned. Some
programs make a concerted effort to match mentors and mentees within subject areas (Ingersoll
& Strong, 2011). However, how and to what extent this is executed in all programs is still
unclear, as formats of mentoring programs vary widely (Ingersoll & Strong, 2011).
In addition to a shared subject area, it has been surmised that having a mentor in one’s
school building may be more fruitful than having a mentor outside of one’s school building.
Hallam et al. (2012), who examined two models of mentoring programs in two districts, one in
which mentors were school based, the other which used outside personal as mentors or coaches,
noted there were differences in retention and satisfaction rates of new teachers depending upon
whether or not they had a mentor who worked in the same building as they did or not. Their
findings were confirmation of previous findings of Abell et al.’s study, in which they interviewed
a mix of participants, non-participants and mentors to assess the effectiveness of a new
mentoring program (1995). Proximity of mentoring pairs are important (Abell et al., 1995;
Bradley-Levine et al., 2016; Hallam et al., 2012). Proximity of mentoring dyads allowed for
more frequent interactions, which ultimately led to a more intimate relationship as a result of
consistent and open dialogue (Abell et al., 1995; Sowell, 2017). Hallam et al. (2012) reported
that “80% of teachers in both districts reported a desire for increased collaboration and
proximity, possibly having their mentor’s classroom physically closer” (p. 253). New teachers in
Gardiner’s (2017) study, shared, brief interactions with coaches provided advice and assistance
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on immediate student, curricular, and scheduling concerns, which helped them respond to the
complexities of being a teacher of record” (p. 59). Proximity of mentor and mentee allows for
more collaboration and satisfaction (Hallam et al., 2012). However, what seems to be a more
important result of consistent interactions because of proximity, to both mentors and mentees, is
the ability to build trust. These interactions showed mentees their mentors are invested in them.
Abell et al. (1995) asserted that mentoring relationships are more effective if they take
into consideration the mentee’s strengths and weaknesses. They also noted that mentoring
relationships are more successful when mentor and mentee “get along both personally and
professionally” (Abell et al., 1995). Hallam et al. (2012) found that an approachable personality
was important to mentees. Menges’ (2016) examination of formal mentoring dyads in a Swiss
business school suggested a correlation between common personality traits between mentor and
mentee and mentee satisfaction with the support they received. Menges found that when
mentors and mentees shared similar personalities in regard to openness of experience and
conscientiousness, mentees seem to receive more career and psychosocial support. Similarly,
Sowell’s (2017) exploratory case-study of three mentors’ practice while supporting middle
school teachers in their first year, also concluded that “attitudes and personalities of mentors and
mentees can serve as a hindrance to building mentoring relationships” (p. 130). Although some
studies have alluded to the importance of purposeful and thoughtful mentoring matches, it is
unclear whether schools and districts take into account the dispositions of mentors and mentees
during the matching and assignment process.
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Experiences and Beliefs about Mentoring: Mentor Perspective
Reported mentoring experience varies across the literature and is largely understudied,
especially in the field of PK-12 education. Many seminal pieces on mentoring were conducted in
the corporate (Kram, 1983; Thomas, 1990, 1993) or higher education (Reddick, 2009, 2012)
arena. Most studies which focus on mentoring highlight the effect mentoring has on the mentee
with Abell et al. (1995) being one of the first to truly examine both mentor and mentee
experience in mentoring relationships. Since then, there have been some examinations of mentor
experience, most of which are small scale and primarily rely on case studies with interviews
(Gardiner, 2017; Parker et al., 2021; Reddick, 2009, 2012; Sowell, 2017; Walters et al., 2019)
with the exception of a couple investigations which relied on large data sets gathered from
surveys (Owen & Solomon, 2006; Thomas, 1990). Many mentors share having a positive
experience (Abell et al., 1995; Beutel et al., 2017; Hagger & McIntyre, 2006; Kram, 1983;
Walters et al., 2019), while others reveal some difficulties in navigating the mentoring
relationship (Abell et al., 1995; Kram, 1983) or being overwhelmed with the added responsibility
which may be attributed to the lack of release time for teacher-mentors to mentor (Beutel et al.,
2017; DeCesare et al., 2016). Understanding the mentor’s experience, from the shared accounts
in the aforementioned studies among others, allows for potential insight into the components of
effective mentoring.
Although there isn’t an agreed upon definition of what constitutes mentoring, the idea
that a mentor is supposed to help a more junior (whether in rank or experience) colleague is one
that is commonly accepted (Bozeman & Feeney, 2007; Hobson et al., 2009; Ingersoll & Strong,
2011; Kram, 1983; Smith & Ingersoll, 2004). However, the qualities of an effective mentor are
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still unclear. School districts, individual schools, and other entities which oversee mentoring
programs have varying requirements for what qualifies a person to become a mentor. Teacher
mentor qualifications are based on content knowledge, competence, years of teaching
experience, administrator referral or approval, among other requirements. Some researchers have
added fewer concrete descriptors of what makes an effective mentor (Abell et al., 1995; Parker et
al., 2021; Sowell, 2017). These traits were gleaned from their study of mentors. According to
mentors who participated in various studies, mentors need to be empathetic to the needs of their
mentees, vulnerable, and should be willing to put the needs of their mentees ahead of their own
(Abell et al., 1995; Parker et al., 2021; Sowell, 2017). This understanding is said to foster trust
and respect between mentor and mentee and ultimately allow space for a relationship to build
(Abell et al., 1995).
Not all mentors are required to complete or are even given the opportunity to complete
mentor training. In fact, DeCesare et al. (2016) found, in their study of district policies regarding
mentoring in 5 states, that only “32 percent of district mentors are required to receive training
before mentoring new teachers” (p. 5). Mentor training has been associated with providing
mentors an understanding of their roles as mentors (Beutel et al., 2017). Parker et al. (2021)
examined the effect of an online, multi-module mentor training program. Mentors in this study
reported training on co-planning, giving feedback, and difficult conversations helped them to be
better mentors. As a result of their training, mentors reported using strategies to help facilitate
and broach sensitive topics.
Although many mentors enter their mentoring relationships without training, numerous
enter with some idea of what they think their jobs are (Abell et al., 1995; Beutel et al., 2017).
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These mentor’s perception of their responsibilities included providing advice, professional and
emotional support (Beutel et al., 2017). Some mentors wait until meeting their mentees to define
what they think their role is as a mentor (Abell et al., 1995). Regardless, mentors thought it was
their duty to help “get new teachers off to a good start” (Abell et al., 1995, p.178). To meet that
goal, mentor teachers thought mentees would need someone to share their ideas and frustrations,
so they accepted that part of their jobs would be to function like a sounding board (Abell et al.,
1995). Providing a safe space for new teachers to be able to vent is one of the socioemotional
supports provided by mentors, though is not required. This is where trust becomes important.
Additionally, mentors thought new teachers would become more effective in the classroom if
they were able to model lessons for their mentees, co-plan with them, and observe their lessons
(Abell et al., 1995). After beginning their relationships with their mentees, most mentors also
noticed and acknowledged a need to support their partner with classroom management
techniques (Abell et al., 1995).
Most research centering teacher mentoring relationships focuses on mentee experiences
and benefits. However, mentoring has been said to have a positive impact on mentors as well as
mentees. Mentors have reported becoming reinvigorated as a result of their mentoring
relationships (Abell et al., 1995). Through the professional exchange and synergism with their
mentees, mentors have reported feeling satisfied and proud when their mentees succeed (Hagger
& McIntyre, 2006; Kram, 1983). According to Lopez-Real and Kwan (2005) 70% of teacher
mentors reported benefiting professionally. This benefit could stem from learning new teaching
strategies and perspectives from their mentees (Abell et al., 1995; Lopez-Real & Kwan, 2005) or
the increased reflectiveness induced by mentoring which allowed mentors to reflect deeply and
often on their teaching practice (Walters et al., 2019). Another benefit of mentoring, reported by
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mentors in Walters et al., (2019) study, which examined the experience of two mentors with 5
novice teachers, was the increased desire to improve their own teaching as a result of wanting to
be the best models possible for their mentees. Mentors in this study viewed their roles as mentors
as one of the best professional development opportunities they had (Walters et al., 2019).
Experiences and Beliefs about Mentoring: Mentee Perspective
The point of mentoring is to socialize and support new members of an organization. In
education, this is extremely important as it is associated with lowering teacher attrition which
can be beneficial to schools financially (National Commision on Teaching and America’s Future,
2007), and to students, academically (Glazerman et al., 2010; Ingersoll & Strong, 2011; Smith &
Ingersoll, 2004). The majority of novice teachers who participated in mentoring welcomed the
support and valued the experience (Ingersoll & Smith, 2004; Kutsyuruba et al., 2019). In MariaMonica and Alina’s (2014) pilot study, they surveyed student-teachers who were assigned
teacher-mentors in Romania and found that participants in their study felt good mentors were
“dynamic”, specialists in their domains, and involved. Bradley-Levine et al. (2016), also found,
in their study of a mentoring program for math and science teachers, that mentees found content
expertise to be of more value than other qualities of a mentor. Mentees expected their mentors to
be there for them and often looked to their mentors for validation and support (Abell et al., 1995;
Kram, 1983; Kutsyuruba et al., 2019). As such, mentees valued mentors with approachable and
caring personalities (Hallam et al., 2012; Parker et al., 2021). Mentees shared they would not
have approached their mentors for support had their mentors not had a welcoming disposition
(Abell et al., 1995). Additionally, it was important to mentees that they had ample time to feel
comfortable seeking counsel and sharing their ideas and experiences (Johnson et al., 2005).
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Mentees also valued abundant time because they valued collaboration (Hallam et al., 2012).
Collaboration was one of the components of mentoring most valued by mentees (Bradley-Levine
et al., 2016; Kutsyuruba et al., 2019). It is thought that this collaboration may lead to increased
confidence in teaching ability (Kutsyuruba et al., 2019).
Mentoring: Cross-Racial and Homogenous Mentoring Relationships
Mentees affirm that, like most relationships, mentoring relationships are most effective
when trust, respect, and understanding are present. Patton’s (2009) study in which they used a
phenomenological approach to investigate the importance of African American women in
graduate schools finding a same-race mentor found that mentees' level of comfort comes as a
result of sharing an identity with their mentor. Alston et al. (2017) suggested that mentees want
a mirror image of themselves in their mentors, in other words, they desire “seeing themselves in
their mentors” (p. 55). These desires led to the question: do mentors and mentees experience
mentoring differently in cross-racial and homogenous mentoring relationships? Several studies
have indicated that mentoring experiences are different depending upon the homogeneity of race
of the mentoring dyad.
In many fields, senior and higher-ranking employees are disproportionately White. This
means that junior employees who are seeking or provided mentorship or guidance are often
paired with White mentors. In Thomas’ (1990) seminal study, in which they used questionnaire
data from 487 mentoring pairs at a private company to examine the influence of race on crossracial working mentorships, they uncovered that White and Black females and Black males were
predominately mentored by White men. Recently, the difficulty for employees of color to find
racially similar mentors continues to be a “real and significant challenge” (Bouclin, 2017, p.
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379). Often, if an employee of color desires a mentor who is racially similar to them, they must
seek out their own mentoring relationships (Bouclin, 2017; Dingus, 2008; Thomas, 1993).
It is thought that same-race mentoring may have some benefits. For example, it may be
easier for trust to develop, for communications to be honest, and for mentees to feel understood
(Alston et al., 2017; Dingus, 2008; Patton, 2009). Owen and Solomon (2006) found that in
teacher mentor pairs, personal similarities allow for a stronger relationship between mentor and
mentee and ultimately mentee satisfaction with the program and their attributions to mentoring
partially playing a role in their decision to continue teaching in their positions and district.
Participants in Dingus’ (2008) qualitative study, which gathered data from members of African
American families which had three living generations of teachers to uncover how Black women
form mentoring relationships, “believed Black Women teachers’ pedagogical styles, interests,
beliefs about Black students’ abilities, and teaching philosophies differed from those of their
White counterparts” (p. 368). If mentees’ racial identity plays a role in their perspective and
positionalities, then same-race mentoring may be beneficial in providing a relationship in which
both members may share life experiences (Patton, 2009). Dingus (2008) also found that Black
women who were mentored by Black women feel affirmed.
In their study on how mentees of color experience cross-racial and same-race mentoring,
Thomas (1990) found, “Same-race relationships were found to provide significantly more
psychosocial support than cross-race relationships” (p. 479). In their study, Patton (2009)
discovered their African American participants feel African American mentors “were able to
understand issues present in the academy, didn't avoid hard conversations, and were less likely to
misinterpret the emotions” (p.523). In other words, this sort of understanding between same-race
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mentoring dyads may provide a “shortcut” to understanding (Patton, 2009, p. 523). With race as
an entry way and perhaps an agent for trust, same race networks may allow members to vent and
discuss sensitive topics, such as systemic and individual racism (Dingus, 2008). Additionally,
participants in their study suggested that mentors who share a race with their mentees are able to
give them “special advice that might not be present in other relationships” (Patton, 2009, p. 524).
This sort of “special advice” may be the sort of support unique to same-race mentoring Dyads.
Despite the benefits which are associated with same-race mentoring relationships, for
black proteges, it may not be easy to find a racially similar mentor (Bouclin, 2017; Thomas,
1990). Thomas (1990) found that Black junior employees seek out Black mentors. As a result of
a lack of Black mentors in higher level positions, mentees in his study, who reported having a
same-race mentor, were often in untraditional mentoring relationships in which the mentor was
often outside of the protege’s department and at times at a lower rank (Thomas, 1990). Due to
the disproportionate underrepresentation of teachers of color in PK-12 public schools, it stands to
reason that TOC may have difficulty locating mentors who are racially similar to them.
It is widely assumed that same-race mentoring relationships are more effective than
cross-racial mentoring relationships, however, that is not always the case. From the perspective
of mentees, cross-racial mentoring comes with unique challenges, but can be effective (Bouclin,
2017; Johnson-Bailey & Cervero, 2004; Reddick, 2012). Some mentees reported the race of their
mentor did not matter (Patton, 2009). Based on the data collected in his seminal study on how
members of a cross-racial professional relationship manage their racial difference, Thomas
(1993) uncovered that when pairs agree on the importance or significance of race honest
conversations can occur which may lead to a more fulfilling mentoring relationship. Mentees in
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Bouclin’s (2017) study contended that mixed-race mentoring dyads can overcome their racial
difference if the mentors make an effort to acquire cultural competence and share other social
locations or perspectives. Both racial groups are able to provide appropriate mentorship and
support. White mentors dig from experiences of otherness (Reddick, 2012). In other words,
White mentors use their experiences as outsiders, such as their experience as an immigrant,
woman, or another identifier which may make them feel marginalized in some settings, to
establish a common bond or listen to their mentee’s experiences with race, with empathy. This
was the case in Johnson-Bailey and Cervero’s (2004) personal case study. Examining their
mentoring relationship as a Black woman associate professor and a White male professor, the
pair describe how they were intentional in building a solid foundation for their relationship
through finding common ground on identities other than race (Johnson-Bailey & Cervero, 2004).
For example, this pair connected over their shared love of similar music, their working-class
family background and their leftist political affiliations (Johnson-Bailey & Cervero, 2004). If a
common ground is not present, whether identity or philosophy, mentees of color report using
their connection with White mentors to seek only career advice. For example, one participant in
Patton’s (2009) study shared, most of the advice they received from White mentors excluded
race. The participant felt that with the absence of race from the conversation, they were able to
see things for an additional perspective, “much of the advice from White women tended to
underplay race. To some degree this was helpful in seeing things from a different perspective
(Patton, 2009, p. 528).
Nevertheless, many mentees want someone who can understand and mentor them
holistically (Alston et al., 2017). However, Thomas (1993) found that the holistic mentoring
some mentees want is inhibited in cross-racial mentoring dyads if the pair does not share a
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similar view on the importance of race. Mentees of color reported, in some cases, they do not
view White mentors as trustworthy (Patton, 2009). The lack of trust stunted the growth of some
cross-racial mentoring relationships (Alston et al., 2017; Bouclin, 2017). This stunted growth
may relate to Thomas’s (1990) finding that cross-race mentoring relationships provided less
socioemotional support than same-race mentoring relationships.
From the mentor’s perspective, there is a difference in how Black mentors and White
mentors decide to begin mentoring mentees of color. Black mentors reported being inspired by
their own experience with race (Reddick, 2012). There is also a difference in how mentors who
are in cross-racial and those who are in same-race mentoring relationships approach their mentor
assignment and make connections to build relationships with their mentees. In Reddick’s (2012)
study, in which he sought to gain an understanding of the phenomenon of mentoring in higher
education between Black and White male faculty and Black students at Harvard, the data
gathered from interviews with eight mentors, suggest that African American male mentors may
leverage their race in their mentoring relationships with other African American males. Black
mentors used their life experience to guide and advise their mentees, including situations
involving racial tension (Reddick, 2012). This sort of shared life experience may make it easier
for Black male mentors to build relationships with their Black mentees.
While it may seem mentors in same-race mentoring relationships may have a deeper
motivation to become mentors for mentees of color, mentors in cross-racial mentoring
relationships also report deep personal reasons for participating in a cross-racial mentoring
relationship. These personal reasons are also the basis of how many White mentors build
connection and trust with their mentees of color. Reddick’s (2009) study, in which he
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endeavored to gain a better understanding of the motivations of White and Black professors for
mentoring students of color, highlighted that many White mentors identify a deeply personal
experience of feeling othered, such as being the only woman in a predominantly male industry.
Other motivation was spawned from witnessing a close relative or friend dealing with being
othered in public as well as their own deep cultural and ethnic pride (Reddick, 2009). Although
mentors of color use their own personal experience with sensitive topics such as race, White
mentors use proximal experiences and also use their interpersonal relationships, such as seeking
advice from friends and colleagues of color, to help guide their interactions and understanding of
their mentee (Reddick, 2012). While White mentors in effective cross-racial mentoring
relationships may have to take proactive and purposeful steps to become culturally competent
allies to build a strong relationship with their mentee, it is possible for cross-racial relationships
to be effective, as was the case for (Bouclin, 2017; Johnson-Bailey & Cervero, 2004; Owen &
Solomon, 2006; Thomas, 1993).
Conclusion
This review has brought to the forefront a few gaps in the literature which need to be
addressed. The first gap is the importance of mentor assignment and the matching process of
mentors to mentees. A few studies have suggested that there should be more focus on how
mentors and mentees are matched with each other, especially because many studies have
uncovered that social location and personal similarities may impact the effectiveness of a
mentoring relationship. Another avenue which needs to be addressed is the discrepancy of
effectiveness of mentoring influencing retention for novice teachers in high-poverty schools and
those in wealthier settings. Teachers of color teach in high poverty schools at a higher rate than
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White teachers and have a higher attrition rate than White teachers. With mentoring programs as
designed showing less effectiveness in high poverty schools, as evidenced by the higher attrition
rates. As such, an investigation into both the perspectives of teachers who teach in high poverty
schools and the experience of teachers of color in mentoring relationships need to be conducted.
Lastly, many studies highlight that both same-race and cross-race relationships can be effective.
However, adequate training is needed to make sure mentors, especially mentors in cross-racial
relationships, are equipped with the knowledge and competencies to effectively mentor their
mentees. It is my intention to contribute knowledge gained from this study to begin to fill one of
the aforementioned gaps. I aim to examine and gain and contribute an understanding of one
aspect of social location, race, and its effect on mentoring relationships.
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CHAPTER III
METHODOLOGY
This chapter will detail the methodology I used to gather and analyze the data to answer
the following questions:
1. How do early career teachers of color describe their mentoring relationships?
2. How, if at all, do mentees describe the role that race plays in their mentoring
relationships?
3. How do mentor teachers of early career teachers of color describe their mentoring
experience?
4.

How, if at all, do mentors describe the role that race plays in their mentoring experience?

The chapter begins with an overview of my reasoning for the study’s design. This is followed by
a short summary of the pilot study. Next, I provide a description of the participants and selection
criteria along with how the data was collected, coded, and analyzed. Following, I offer an
explanation of how trustworthiness was maintained throughout the study. Finally, I share my
positionality and how it has inspired me to conduct this inquiry and how it afforded me a unique
perspective on the topic of mentoring relationships.
Design
Critical Race Theory (CRT) is committed to social justice (Solórzano, 1997). Scholars of
the movement believe researchers should aim to radically transform the lived experiences of
marginalized people in the educational system. As such, narratives were gathered as data during
in-depth, one-on-one interviews with participants for this narrative, qualitative research study. In
accordance with CRT, the counternarratives of participants will center race and racism while
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exploring the development of mentorship relationships between mentor teachers and early career
teachers of color in the public PK-12 setting.
By centering the humanistic stories from non-dominant perspectives, a plethora of
persuasive rhetoric can be used, such as ethos and storytelling. Synthesizing the data through
storytelling with a CRT lens allows me to share the complexity of the lived experiences of
participants while sharing thick descriptions to depict the richness of the data set. These stories
appeal to the ethos of its consumer. I employed traditional academic diction throughout the
study; however, I also tell these stories in an accessible manner to engage the reader so they can
garner a clear understanding of the research and draw conclusions for themselves without
rhetoric clouding their vision and interpretation. This is on par with the CRT mission, as it would
be fruitless to tell stories which are inaccessible because this would not advance the mission of
centering counternarratives and sharing experiences of the marginalized, in this case, TOC.
Pilot Study and Its Influence on the Dissertation
This study is based on a pilot study I conducted which aimed to get a better understanding
of a) the perception of early career teachers of color about the quality of their mentoring
relationships and b) how early career teachers of color perceive mentors who are culturally
similar and dissimilar to them. To answer the aforementioned questions, I collected data through
semi-structured interviews with six teachers of Color (TOC) who teach in New York City.
Interview data were organized into themes using inductive coding with constant comparison. The
data were then coded for themes using in vivo coding to honor the voices of participants. The
data from this pilot illuminated a shared experience amongst the participants which pointed to a
few findings. TOC in the pilot study had different perceptions of mentors who do not share a
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cultural marker which impacted their perceptions of affinity, support, and rapport. Building on
these data, I aimed to gain a better understanding of how race may impact the development of
relationships between mentors and novice teachers of color. In order to gain this understanding, I
realized I would need to gather data from both the mentors and mentees of color, as well as hone
my interview questions to investigate the role of race in relationship building between mentors
and early career TOC.
Participants
Participants of this study were novice TOC (self-identified as non-White Hispanic, Black
or African American, Asian, American Indian or Alaskan Native, Native Hawaiian or Other
Pacific Islander) who were in their first four years as the lead teacher of record in a PK-12 public
school classroom within the United States and mentor-teachers who have mentored teachers of
color during their first four years as the lead teacher of record in a PK-12 public school
classroom within the United States within the last five years. I recruited teachers from multiple
sectors of the United States, however, most participants taught in a large urban setting. This
provides a unique understanding of the urban TOC experience. Teacher mentor participants were
from several school districts within the United States, and this allowed me to gather more diverse
data of the teacher mentor experience with mentoring TOC. Teachers of color and their mentors
are the subject of this inquiry because I believe stories which center marginalized points of view
are often missing and are important in challenging dominant perspectives (Solórzano, 1997).
Mentors were official school-assigned mentors, university mentors, or an organic/informal
mentor (a mentorship which occurred naturally). Participants’ mentor relationships all ended no
more than five school years before the start of the study to ensure that data reflect the current and
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recent experience of the population studied. Some mentor teachers were still serving as mentors
to early-career teachers of color.
Recruitment occurred via social media, broadcast email, and word of mouth. Purposive
sampling was used in this study. This type of sampling was necessary with CRT as a framework,
to confirm the stories gathered and told were only stories of the marginalized cross section of the
population of interest and not the general population. The population selected for this study has
specific experiential knowledge which CRT aims to center. To mitigate bias, participants were
selected from several different networks of recruitment, for example, my professional networks
through professional affiliations, personal, and extended networks. Although this sort of
sampling will not lead to generalizable conclusions, the purpose of this empirical study is to gain
an understanding of the role of race in relationship building between mentor-teachers and their
mentees. Eligible participants signed informed consent forms, which detailed the study in depth,
including how their data would be used, and the measures taken, such as the use of pseudonyms
throughout, to protect their confidentiality. Mentors and mentees were not able to take part in the
study without returning a signed informed consent form.
Data
The data source for this study were semi-structured interviews which consisted of a set
number of questions and included probing and clarifying questions, as necessary, for complete
understanding of the shared narrative during the interview. These questions were piloted in a
previous study and created to prompt participants to share their experiences in detail. I
anticipated interviewing a combination of 12 mentors and mentees. I came to this number of
participants because this is a median between common participants used for similar studies
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(Alston et al., 2017; Bouclin, 2017; Dahlvig, 2010; Patton, 2009; Reddick, 2012; Sowell, 2017).
However, I interviewed nine mentors and 11 TOC. The interview consisted of questions which
asked about the participant's experience concerning race and relationship building with their
mentor or mentee (APPENDIX A). The interview was comprised of planned questions; however,
during the interview, I privileged the route participants took to share their stories and respected,
honored, and allowed space for them to share and expand on their narratives where and in the
way they felt necessary, honoring CRT’s value of experiential knowledge (Solórzano, 1997).
Most interviews occurred either over the phone, or via an online meeting platform such as
Google Meets or Zoom at the convenience of the participant. Interviews were all less than 45
minutes and were audio recorded and transcribed by SpeedScriber, an automated transcription
service. Transcripts were sent to the participants for review and member-checking to ensure
accuracy and complete capture of their thoughts. This review was purposeful and three-fold: to
maintain accuracy, to center the voices of the often marginalized which are often misrepresented,
and lastly, to foster a relationship between the participants and me, as I am a part of the meaningmaking and ultimately the storyteller, and I want to assure the participants I am telling their
stories accurately.
Data were collected and analyzed for themes, common experiences, and contexts
answering the research questions. Inductive coding with constant comparison was used to
organize the data into themes using in vivo coding to honor the voices of participants (Saldaña &
Omasta, 2016). Each transcript was read in full by my peer reviewers and I to develop emergent
codes. Emergent codes were discussed, and the codebook (APPENDIX B) was created based on
common phrases and words found in the data which answered the research question. The
codebook consisted of definitions, examples, and attributes for each code and shared, reviewed,
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reconciled, and agreed upon with my peer reviewers. Transcripts were subsequently read and
coded, independently, by both me and a peer-reviewer to limit bias and compare coding. Before
finalizing codes, codes for each transcript were compared to rate inter-rater reliability before
ultimately determining themes from the data. Throughout the coding process, I relied on the
participant's words to guide theme development and interpretation. Allowing participant words
to dictate codes and ultimately themes was a purposeful move to center the voices of participants
while telling their narratives to challenge dominant ideologies. Additionally, I used memoing
throughout the study to record my reflections on what was revealed by the data to help guide the
development of themes.
Delimitations
Throughout this study I had to make many choices in regard to the data to include. I
received more interest in the study than anticipated and interviewed a total of 20 participants
(nine mentors and eleven TOC). The 12 participants chosen best represented and spoke to the
research questions. Table 1 provides a brief background on each participant included. All TOC
participants taught in large, urban districts. Five of six TOC participants taught high school.
Most mentor participants had at least 10 years of teaching experience. All mentors were still
actively teaching at least one class. Most mentors and TOC entered teaching via an alternative
certification program.
For the purpose of clarity, the following terms are used to describe different types of
mentors and mentoring relationships–organic and official or assigned. Organic is used in place of
informal in reference to mentors and mentoring. Organic mentors serve in an unofficial role
because of an organic connection between themself and a less experienced colleague. Official or
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assigned mentors and mentoring can be officially assigned by the school or district for the
purpose of meeting school or district level components. University mentors are assigned though
alternative teacher certification programs. Typically, these mentors visit a few times each year
and do not normally spend as much time with their mentees as other types of mentors. Affinity is
used throughout this study to describe a node of connection between people.
Table 1
Demographic Overview of Interview Participants
Participant Role

Race

Ann Marie

Mentee

Deloris

Type of
Mentoring

Race of Mentee or
Mentor

Years in the
Classroom

Black / Afro- Assigned
Caribbean

Latina/Afro Latina

4

Mentee

Black

School and
University
Assigned

Hispanic; White

3

Johann

Mentee

LatinX

Organic

White

4

Kadeem

Mentee

Asian

Assigned;
Organic

White; White

4

Patrick

Mentee

Hispanic

Assigned

White

1

Sydney

Mentee

Bi-Racial
(Black and
White)

Assigned;
Organic

White; Hispanic

1

Anthony

Mentor

White

Assigned

Black

15

Carl

Mentor

Black

Organic

Black and Native
Latino

18

Donna

Mentor

Black

Organic

Black

14

Julia

Mentor

Black

Organic/assigned

Black

10

Maria

Mentor

White

Organic

Black

Vivienne

Mentor

White

Assigned

Latin

15
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For the articles, chapters 4 and 5, I struggled with conceptualizing the organization of the
data. For chapter 4, the article about TOC experience, I oscillated between sharing the data
thematically and narratively. I wanted to share the data thematically so readers could pull out
major recurring experiences across the participant group. However, in organizing it thematically,
I worried about losing the participants’ voices. Including participant voices is important to me,
because it honors CRT and marginalized communities have historically been silenced and I did
not want to take part in the continued silencing of this group. Ultimately, I decided to organize
the data both thematically and narratively. In chapter 4 major themes are illuminated followed by
stories from each participant who shared an experience which aligned with the theme. Another
decision I struggled with making was whether I should separate TOC experiences by number of
years in the classroom. Participant experience ranged between one and four years. I considered
separating experiences between tenured and untenured teachers or another way to differentiate
between experience levels of participants, however, I decided to describe the data holistically.
For chapter 5, I grappled with how to view and share the data. Since part of the focus of
the study was about how race may impact mentoring, I contemplated separating the data
completely and sharing narratives along the line of mentor race, such as mentors of color versus
White mentors. Similarly, I thought of completely separating and discussing the data based on
whether or not the mentor was in a same-race or cross-racial mentoring dyad. Ultimately, I
settled on sharing the data thematically and within the themes illuminated by the data, I shared
differences of experiences and organized those differences based on whether or not the mentor
was in a same-race or cross-racial relationship.
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Trustworthiness
It is imperative for all research to adhere to quality indicators. It is even more important for
research which examines race in education from a critical lens to make sure the methods used to
answer the aforementioned questions are trustworthy, persuasive, and relevant while remaining
true to the frameworks and lenses used in the study. Lincoln and Guba’s (1985) criteria for
trustworthiness is commonly used by qualitative researchers when designing their studies to
assure credibility, transferability, dependability, and confirmability. To establish credibility of
their study, a researcher must establish confidence in their findings. As such, triangulation and
member checking are important. Centering participant voices is crucial to the fidelity of studies
using CRT. Thus, member checking was used in this study as a way to maintain internal validity
and to center participant voice. Critical Race theorists believe it is important to tell accurate
counternarratives to shed light on and change the lived experiences of marginalized people in
White spaces, racially charged settings, and systems which were built on power dynamics which
favored(s) the majority. The only way to do this was to decenter my voice as much as possible
(though my voice is also a minoritized voice), by eliminating potential bias, and privileging the
voices of participants. The centering of minoritized voices occurred in the use of semi-structured
interviews which allowed participants to share the knowledge they think is important. Member
checking was used to further amplify the voices of participants. Member checking occurred after
interviews were transcribed, before coding, for accuracy and to confirm the themes extrapolated
accurately represent the lived experiences of participants, which is aligned with CRT tenets. To
further enhance trustworthiness, the data to answer the research questions were gathered from
multiple participants from two different perspectives–mentor and mentee. Interviewing multiple
people from a cross section of the population, as well as interviewing people with different
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perspectives on a single topic produced robust data sets from which themes were lifted. To this
end, I interviewed multiple mentors to teachers of color and early-career teachers of color who
have a mentor.
Another marker of trustworthiness in a qualitative study is the transferability of the
findings. Qualitative studies in their nature cannot support generalizability; however, recognizing
that the stories of marginalized people have not been fully explored or told in their own words,
findings from this study, built on a CRT framework which aims to center the role of race,
illuminated themes which are applicable in similar contexts, such as higher education or private
school settings, among others. Thick descriptions along with substantial quotes from participants
are used in this study to paint a complete picture of the participants’ lived experiences. It was
important to use these descriptions because mentors and mentees recalled specific moves,
experiences, and strategies used which may not be understood without a cultural understanding.
Thick descriptions supports the understandings garnered from a cultural capital lens by making
implicit understandings between members of a group, in this case TOC, mentors, mentors of
color, mentors in cross-racial relationships, teachers in general, and at times between myself and
my participants, explicit to the readers so they can make their own judgment on the
transferability as well as the credibility of the findings.
Positionality
CRT champions the amplification of voices of color, particularly in academia. Hence, I
would be remiss if I did not acknowledge the role of my positionality in this research. I identify
as a Black woman who is Black-presenting, racialized as Black, of mixed heritage. I am a careerchanger who entered the classroom through an alternative teacher certification program. During
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this program, I was assigned two mentors, and have recollection of minimal and brief
interactions with them, all centering my work, rather than me, as an individual. I have taught for
15 years in public schools in a large urban city. During my time in the classroom, I have
witnessed the silencing of my student’s voices in the school buildings I have worked in. Over the
last five years I have become deeply involved in NYC Men Teach and one of their partner
programs, ExpandED, as a mentor to several men of color who are either in their first two years
of teaching or considering a career in education. As a mentor for NYC Men Teach, I have been
able to take part in ingenuity teams, attend and participate in multiple workshops focused on
culturally responsive education and mentoring, and have engaged in teacher activism.
I am currently the only scholar of color, remaining, in my cohorted Doctoral program at
the City University of New York, Hunter College. During the program I have had to seek out
professors of color, sometimes off campus, to mentor me, because during my time in the
program, I have been instructed, primarily, by instructors who do not look like me. At present,
my dissertation chair and mentor is a White man. And although I have not felt like my voice has
been silenced during this degree, I am often the only voice of color in rooms full of White
scholars. Thus, centering my research interests works in tandem with CRT’s goals of uplifting
the voices of scholars of color. For some, this may warrant some concern about bias or
confirmability; however, my positionality will allow for a unique analysis of the data from a
Cultural capital lens, as I may share an understanding of language and dispositions which may
provide for a distinctive analysis of the data while examining how race play a role in relationship
building between mentors and teachers of color. The use of Cultural capital theory in tandem
with CRT will allow me to examine how possessing cultural capital, outside of what is
recognized by the dominant culture, may affect participant experience.

53
Although my Blackness and positionality served as a unique advantage for me during
data analysis, I do feel my race and who I am did affect some interviews with mentors who
identified as White. During those interviews, when I asked the questions centering race, there
was an audible discomfort on their part. For many of them, they over spoke for those questions
in what I believe was an attempt to seem not racist. Some of these mentors never explicitly
answered some of the questions about race. After the interviews, I wondered if I were White, or
if I would have asked my peer reviewers to conduct those interviews, would they have responded
to the questions differently. However, even in those interviews, my positionality was an asset as I
was able to push the boundaries of the conversation while allowing the mentor to take the
interview where they may and later analyze the data based on my purview.
Quite the contrary was true of my interviews with mentors of color and TOC. In these
interviews my positionality certainly helped to foster honesty and helped to develop rapport
almost instantaneously with participants. My affinity with them seemed to have allowed them
comfort during the interview in which they shared frankly and honestly. In this way, my
positionality was an asset and without it, I would not have been able to gather the data I did.
Structure of Dissertation
In lieu of a traditional five-chapter dissertation, I conducted a single study and produced a
dissertation in the alternative format with two publishable articles and an artifact. In line with
CRT’s commitment to elevating the narratives of people who have been marginalized and
silenced, I intend to publish this study in multiple formats for various audiences. The first article,
which is chapter 4 in this dissertation, was written for the audience of Urban Education. This
publication reviews and publishes research which critically examines race and racism in
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education for professionals and researchers in the field, particularly in urban districts. All TOC in
this study taught in the same large urban district, so this data lends itself to Urban Education’s
focus. The second article will be written “for the culture” and “for my people.” The second
article was written in an easier to access format with a less academic register for lay readers,
specifically mentors, teacher educators, and school leaders. I intend to submit chapter 5 as an
article to Teacher Development which takes a critical approach in looking at professional
development for teachers at all stages of their career. In addition to these two articles,
performance ethnography was employed to write a third text, the artifact, two scripts, which
center the overarching themes and collective experience of mentors and teachers of color and the
experience of mentees in cross-racial mentoring dyads. The skit format is more accessible and
may be more engaging, and as such, could reach a broader audience, who may have limited time
to consume research. The skits are intended to be used as a part of mentor training for mentors
who will mentor TOC. I plan to submit this script to Equity and Excellence in Education’s “For
the Culture” section which publishes artistic creations in line with their mission. Collectively
these publications will elucidate and center the lived experiences of novice teachers of color for a
variety of audiences.
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CHAPTER IV
WHAT’S RACE GOT TO DO WITH IT? EARLY CAREER TEACHERS OF COLOR
REFLECT ON THEIR MENTORING EXPERIENCES
As the saying goes, “The more things change, the more they remain the same.” Over the
last few years, specifically in the age of the war against Critical Race Theory (CRT) and the fight
for Black lives, we, as a nation, have made “progress” towards equity. People are seeing the
nation and its misgivings for what it is. There is a perpetual battle song and the fight to go with
it, in the streets of America. The people are demanding change of the status quo, and politicians,
and those in positions of power, are making promises to aid and speed up progress. However,
although protesters have remained largely in the streets, the fight actually begins in the
classroom. And it is in the educational system where one of America’s biggest race problems
lies. As our nation moves toward becoming majority minority, with our student body becoming
majority minority as soon as 2026 (de Brey et al., 2019, p. 26) our teacher workforce mirrors the
colors of America’s torrid past ("New Census Bureau Report Analyzes U.S. Population
Projections", 2015). If the status quo persists, the disproportionate representation of White
teachers in American public classrooms will remain.
At present, 79% of America’s public school teachers are White, female, and middle aged
(National Center for Education Statistics, 2019b). The teachers in America’s public classrooms
do not mirror the students in those rooms. As youth develop, they need mirrors; however, for
Black students, this is often not available in the classroom. In fact, many black students have
never, and if the demographics remain static, will never have a Black teacher in their PK-12
experience (Gershenson et al., 2018).
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While the percentage of teachers of color (TOC) have increased over the last 2 decades,
their attrition from teaching is higher than all other teachers (Carver-Thomas, 2018; Ingersoll et
al., 2014). The lengthy Covid-19 pandemic and America’s concurrent battle with racism may
lead to more TOC leaving the field. According to a study conducted at the beginning of 2021 by
the RAND corporation, almost half of Black teachers plan to leave the profession at the end of
the 2022 school year, compared to only 25% of all other teachers (Steiner & Woo, 2021). In
addition, scholars of color remain a minority in education bachelor's programs, with the majority
of bachelor's degrees in education conferred going to White graduates (National Center for
Education Statistics, 2019a). Unfortunately, the demographics of public school teachers may
remain disproportionately White for the foreseeable future without more efforts to recruit and
sustain TOC in the classroom. One induction strategy to provide support to new teachers, which
may prove beneficial for TOC, is mentoring. Effective teacher mentoring programs have been
associated with less teacher attrition, from both schools and the profession (Ingersoll & Kralik,
2004; Ingersoll & Strong, 2011; Odell & Ferraro, 1992; Smith & Ingersoll, 2004). This study
aims to contribute to the extant literature about teacher mentoring; however, this study is unique
in its focus as it also aims to add to the literature about how TOC experience mentoring, and the
role race may play in their mentoring experiences.
Literature Review
Race and Student Achievement
If the research is correct, the existence of more teachers of color may predicate the
closure of the opportunity and achievement gap historically experienced Black and Hispanic
students. Students of color who are taught by teachers who share a racial identity experience
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fewer discipline issues, higher expectations, less bias in the classroom, and increased test scores
(Carver-Thomas, 2018; Cherng & Halpin, 2016; Dee, 2004, 2005; Égalité et al., 2015;
Gershenson et al., 2015; Klopfenstein, 2005; Kozlowski, 2015; Landsman, 2002004; McGradyReynolds, 2013). These gains experienced by Black students taught by Black teachers would
seem to translate to later academic successes, with fewer students dropping out and more
students aspiring to go to college (Dee, 2004; Gershenson, et al., 2018). Furthermore, White
students may also benefit from more diverse educators. Exposure for White students to positive
examples of people of color may reduce implicit bias (Siegel-Hawley, 2012). However, without
more teachers of color in the classroom, this progress may never be realized.
Race and Teacher Candidate Recruitment and Retention
This problem leads to the question: Why aren’t there more TOC in the classroom? While
the answer is complex, there are a few contributing factors that can be posited to have some
impact on the low percentage of teachers of color. One possible reason for the lack of TOC in the
classroom are standardized tests which are required to enter many teacher education programs
and for teacher licensure. Research has shown African Americans who take standardized tests for
entry into educational programs and licensure performance tasks, are less likely to pass than
White test takers (Goldhaber et al., 2017; Petchauer, et al., 2018; Tyler, 2011).
The most consistent route into teaching for Black and Brown teachers has been
alternative route certification programs which enroll more TOC than traditional programs
(NCES, Characteristics of Public School Teachers Who Completed Alternative Route to
Certification Programs, 2018). Although these certification programs aim to increase TOC in the
classroom, the means these programs employ to meet this goal can result in teacher burnout and
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as a result, teachers who enter teaching through this route often exit the field of teaching shortly
after entering (Redding & Smith, 2016; Ware et al., 2011).
Race and Teacher Attrition
Once in the classroom, TOC often face racialized experiences in the workforce. TOC
have reported being confronted with issues such as overt racism and navigating issues of race in
both teacher preparation programs and in school buildings once assigned (Brown, 2019; Duncan,
2019; Frank, et al., 2021; Johnson, 2002; Kohli, 2018, 2009; Pizarro & Kohli, 2020). Pizarro and
Kohli (2020) extended and operationalized Smith’s (2009) definition of racial battle fatigue
(RBF), “the psychological, emotional, physiological, energy, and time-related cost of fighting
against racism” to educational spaces (p. 298). TOC constant confrontation with micro and
macro aggressions can take a toll and often are reasons they leave the classroom. Additionally,
TOC reported feeling undervalued, deprived of autonomy in their classrooms, and experiencing
emotional and psychological “cultural taxation” (Padilla, 1994, p. 26) or “Black tax” (Cohen,
1998, p. 821) of being an educator of color (Albert Shanker Institute, 2015; Dixon et al., 2019;
Griffin & Tackie, 2016). As a result, the attrition rate for TOC is higher than White teachers
(Carver-Thomas, 2018). The cycle of recruitment followed by subsequent attrition creates a
revolving door effect of TOC cycling in and quickly cycling out of the profession, ultimately
undermining recruitment efforts aimed at increasing the share of these teachers in the workforce.
Race and Mentoring
Teacher mentoring is an integral part of supporting and developing teachers as they enter
the field of teaching (Ingersoll & Smith, 2004; Odell & Ferraro, 1992; Tillman, 2005). Teacher
mentoring has been posited to help teachers remain in the field by decreasing the attrition rate
between 18 and 30% (Borman & Dowling, 2008; Ingersoll & Smith, 2004). Teacher mentoring
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can provide new and developing teachers with professional and emotional support necessary to
survive and persist in their first few years in the classroom (Odell & Ferraro, 1992). Although
mentoring has been lauded as a mechanism within teacher induction which may contribute to
higher teacher satisfaction and possibly lower attrition rates there isn't a universally accepted
definition of mentoring within the literature., thus there is discordance about what qualifies as
mentoring. Kram’s (1983) seminal article serves as a base for many other working definitions of
mentoring (Bozeman & Feeney, 2007; Eby, 1997; Ragins, 1997). Bozeman and Feeney (2007)
capture the essence of mentoring in their short definition by asserting mentoring “is about the
transmission of knowledge” (p. 724). However, how that transmission occurs is nuanced.
Beginner teacher mentoring often focuses on professional support and results in
improved teaching practice of the novice teacher (Smith & Ingersoll, 2004). Socioemotional
support can be another benefit of mentoring relationships. Although not explicitly required
(Bozeman & Feeney, 2007), many mentors (Abell et al., 1995; Kram, 1983; Sowell, 2017) and
mentees (Abell et al., 1995; Bouclin, 2017; Kram, 1983; Morettini, 2016; Odell & Ferraro, 1992;
Patton, 2009) find emotional support to be one of the most important benefits of a mentoring
relationship. Gardiner (2017) found that new teachers felt, “‘overwhelmed,’ ‘barely hanging in,’
‘emotionally drained,’” (p. 59). Kutsyuruba et al. (2019) looked at surveys from a significant
number of Canadian teachers and found that mentoring helped early career teachers to thrive.
Although many districts across the United States mandate mentoring for new teachers,
TOC are still leaving the field of teaching at a higher rate than their White colleagues. In fact,
according to Hopper et al. (2022), almost 30% of Black teachers in their study of the retention
patterns of approximately 20,000 African American teachers left after the first year in the
classroom. If mentoring has been associated with helping to sustain teachers while in the
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classroom, yet, TOC are still leaving the profession, even with mandated mentoring in many
school districts, it is necessary to examine the ways in which TOC experience mentoring and are
supported through mentoring relationships.
There is a paucity in the literature about the mentoring experiences of TOC and the role
of race in these experiences. In fields similar to education, where professionals of color are
underrepresented, such as STEM and higher education, research has uncovered mentoring
relationships in which mentor and mentee shared a racial identity proved to be more positive. As
such, professionals often seek out racially similar mentors because they want to be understood as
a whole person and seek mentoring on an emotional, psychological, and professional level
(Alston et al., 2017; Dahlvig, 2010; Dingus, 2008; Patton, 2009). The ease and the development
of trust takes more time in mentoring relationships which were cross-racial (Patton, 2009).
However, cross-racial mentoring has been viewed more positively by mentees when mentors are
racially and culturally conscious, aware, and accepting (Patton, 2009; Reddick, 2012). This
existing research raises questions about the role of race in mentoring relationships with novice
PK-12 classroom teachers of color.
The lack of TOC in PK-12 public classrooms may be the result of a myriad of factors and
quite possibly cyclical and systemic. This study aims to answer the following questions with the
hopes of gathering information about the mentoring experiences of novice TOC to contribute to
mentoring practices which may retain TOC.
1. How do early career teachers of color describe their mentoring relationships?
2. How, if at all, do mentees describe the role that race plays in their mentoring
relationships?
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Theoretical Frameworks
In this study, I used a confluence of theories to examine and analyze the mentoring
experiences of TOC in urban public school settings. Critical Race Theory undergirds all analysis
and is paired with Cultural capital and Culturally Responsive and Sustaining Pedagogies (CRSP). Mentoring theory serves as a base for establishing the definition, functions, and
expectations of mentoring. Together, the idea of culturally responsive mentoring is hinted at.
The endemic nature of racism in the United States means many structural systems which
are touted to be fair, inclusive, and equal, are not. This has been known for a very long time;
however, the people whose lived experiences are affected by the systems fueled by racism have
been systemically silenced. The anti-blackness and White supremacy upon which this nation was
founded continues to permeate all sectors of the K-12 educational system. This includes TOC
experience, even in urban settings where TOC have higher representation (Albert Shanker
Institute, 2015). As such, Critical Race Theory is central to the foundation of this study and
serves as an orbiting lens for the data.
The critical race movement began in the 1970s as a response to slow-moving progress
toward racial reform in the legal landscape and was an offshoot of critical legal studies
(Crenshaw et al., 1995). When CRT began to influence the field of education, the original tenets
became the base of the education tenets, which Daniel Solórzano summarized into 5 main tenets,
two of which are the basis of this study’s exploration: the intercentricity of race and racism and
the centrality of experiential knowledge (1997). With similar goals as CRT theorists in the legal
field, CRT theorists for education are committed to elevating counternarratives and experiences
in research studies to address social injustices. As such, the CRT framework allows for a radical
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understanding of nuances of race in TOC experiences, their mentoring relationships and with
their mentors.
The tenets from the developing mentoring theory are a guide to examining how
participants describe the function, expectations, and needs from their mentors and mentoring
relationships. As mentoring theory is still in development, Kram’s (1983) seminal work and
Bozeman and Feeney’s (2007) analysis and critique of existing mentoring theory served as the
base for my mentoring definition and analysis of TOC mentoring experience. Additionally,
Bozeman and Feeney’s (2007) guidance on what constitutes mentoring will be used to guide the
evaluation and analysis of mentoring relationships described by participants.
Cultural capital is said to make everyday interactions between people easier. It is thought
that a shared culture often comes with a common language, beliefs, and ultimately a shared
understanding. This knowledge may lead to an easier understanding between members of the
same group. Thus, where there is a lack of cultural capital, it can be hypothesized there may be
instances of misunderstandings. Cultural Capital is used to examine how wells of knowledge
shared amongst people of the same groupings may affect mentoring relationships (Bourdieu,
1986). Cultural capital suggests that culture is responsible for knowledge and values of certain
subjects and ways of life. Bourdieu has theorized that once people have been socialized to come
to value something, they will develop a disposition which will continue to value said entity
(1986). Hence, dominant culture will value and accept and desire a certain set of normative
behaviors, which are behaviors learned as a member of a group, from anyone who wants to be a
member of their culture grouping, which are ultimately rewarded. The school system in the
United States, which at the inception was meant to replicate the wells of knowledge and values
held by the middle class, values the cultural capital of the dominant culture, that of the White,
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middle class. This hegemonic state of affairs has been and remains problematic for both students
and teachers of color in public schools in the United States. Working in an environment which
has privileged whiteness as normative means that TOC face unique challenges which may not be
easily understood by mentors who have not personally experienced the same challenges or who
are not aware of the unique challenges which exist for TOC. As such, Cultural Capital is used to
examine the mentions and effects of affinity and the lack thereof on the development of
mentoring relationships.
To remain true to a critical perspective and to honor the voices of participants, Culturally
Responsive and Sustaining Pedagogy (CR-SP) is used to frame the ways in which what is
uncovered in the data can serve as a guide in how mentoring could better serve teachers of color,
and ultimately sustain them in the classroom. CR-SP will be used to undergird the analysis in the
implications section of this study.
Methods and Research Design
This study is grounded in the underlying mission of CRT to share the lived experiences
of marginalized people of color. To explore the ways in which teachers of color experience
mentoring during their induction into the field of teaching, I used a qualitative study design in
which participants took part in one-on-one semi-structured interviews in which participants were
encouraged to share stories about their mentoring experiences and relationships. As such, this
narrative, qualitative research study analyzes the data gathered through narratives garnered
during 30 - 45-minute interviews with participants. In accordance with CRT, the
counternarratives of participants will center race and racism while exploring the development of
mentorship relationships, all the while privileging the participants' experiential knowledge
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(Crenshaw et al., 1995). Hence, although there were planned questions, the interviews were
guided by participant sharing, expertise and comfort. Synthesizing the data through storytelling
allows for some of the complexity of the lived experiences of participants while sharing thick
descriptions to depict the richness of the stories and experiences (data set) used in this study.
Data Sources and Procedure
Data for this study consist of stories shared by six participants. These six participants
represent a subset of a larger data set totaling 11 interviews. These six interviews were chosen
because they were representative and inclusive of other ideas included in the complete data set.
These participants were more descriptive and reflective in their answers which provided a clearer
and more detailed account of their experiences. Participants of this study are all novice TOC
(self-identified as non-White Hispanic, Black or African American, Asian, American Indian or
Alaskan Native, Native Hawaiian or Other Pacific Islander) who are in their first four years as
the lead teacher of record in a PK-12 public school classroom within the United States. These
participants were chosen because they represent teachers who are entering the field and newer
teachers who have some experience but have had time to reflect on their mentoring experiences.
All participants included teach in a large urban district, and specifically, within that district, they
all teach in underserved communities, predominantly, of color. Purposive sampling was used to
recruit participants after who were screened to confirm that they met the criterion for inclusion.
All participants were in their first 4 years of teaching at the time of their interview to ensure that
data reflect the current experience of the population studied.
Interviews were conducted virtually via telephone or video conferencing at the preference
of the participant. Interview audio was recorded and transcribed. Transcripts and a draft of the
results of this study were sent to participants for their review in order to maintain accuracy, to
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center the voices of the often marginalized which are often misrepresented, and to foster a
relationship between the participants and me, as I am a part of the meaning-making and
ultimately the storyteller, and I wanted to assure the participants I was telling their stories
accurately.
Data Analysis Strategies
Data were collected and analyzed for themes which highlighted common experiences and
contexts answering the research questions. Inductive coding with constant comparison was used
to organize the data into codes and ultimately, themes, using in vivo coding to honor the voices
of participants (Saldaña & Omasta, 2016). Throughout the coding process, participants’ words
took precedence. Privileging participant words to dictate codes and ultimately themes center the
voices of participants while telling their narratives to challenge dominant ideologies (Solórzano,
1997). The data analysis process was iterative, and each transcript was coded multiple times by
my peer debriefers and I (Lincoln & Guba, 1985b). Each transcript was read in full to develop
initial codes and codebook and were subsequently read by both the lead researcher and
colleagues to limit bias and compare coding. I met my peer debriefers to consolidate codes and
to assess inter-rater reliability, by checking how codes were used, before ultimately determining
themes from the data. Additionally, memoing was used throughout the study to record my
reflections before, during and after interviews as well as my thoughts while coding.
Positionality
CRT champions the amplification of voices of color, particularly in academia. Hence, I
would be remiss if I did not acknowledge the role of my positionality in this research,
specifically because social location is the base of the inspiration for this study. I identify as a
Black woman. I am light-skinned, but Black-presenting, racialized as Black, of mixed heritage. I
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am a career changer who entered the classroom through an alternative certification program.
During that program, I was assigned two mentors, and have recollection of minimal and brief
interactions with them, all centering my work, rather than me, as an individual. I have taught for
15 years in public schools in a large city. During my time in the classroom, I have witnessed the
silencing of my student’s voices in the school buildings I have worked in. Over the last five years
I have become deeply involved in an innovative mentoring program which aims to increase the
representation of men of color in the classrooms. As a result, I have been privileged to serve as a
mentor to several men of color who were either in their first two years of teaching or considering
a career in education. I am currently the only scholar of color remaining in my cohort for a
doctoral program at a large city university. I am often the only voice of color in rooms full of
White scholars. During the program I have sought out professors of color, sometimes off
campus, to mentor me, because during my time in the program, I have been instructed, primarily,
by instructors who do not look like me. From the inception to implementation of this study my
mentor was a White man. Thus, centering my research interests works in tandem with CRT’s
goals of uplifting the voices of scholars of color. For some, this may warrant some concern
about bias or confirmability; however, my positionality has allowed for a unique analysis of the
data from a Cultural capital lens, as I share an understanding of language and dispositions with
many of the participants in this study. This proximity and affinity provided for a distinctive
analysis of the data while examining how race and racism play a role in relationship building
between mentors and teachers of color. The use of Cultural capital theory in tandem with CRT
allowed me to examine how possessing cultural capital, outside of what is recognized by the
dominant culture, may affect participant experience.
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Bio Sketches of Participants
To honor the lived experiences of the participants of this study, it is important to share
some personal background to help contextualize and support the narratives they shared. These
brief overviews serve to help deepen the understanding of their experience as individuals and
collectively. For the purpose of clarity, the following terms are used to describe different types of
mentors and mentoring relationships–organic and official or assigned. Organic is used in place of
informal in reference to mentors and mentoring. Organic mentors serve in an unofficial role as a
result of an organic connection between themself and a less experienced colleague. Official or
assigned mentors and mentoring can be officially assigned by the school or district for the
purpose of meeting school or district level components. University mentors are mentors who are
assigned though alternative teacher certification programs. These university mentors are
expected to visit a few times each year and do not normally spend as much time with their
mentees as other types of mentors. Additionally, affinity is used throughout this study to describe
a node of connection between people.
Table 2
Demographic Overview of Teacher Participants
Name
Deloris
Kadeem
Ann Marie
Sydney

Years
Teaching
3
4
4
1

Johann
Patrick

4
1

Race

Race of Mentor

Type of mentoring

Black
Asian
Black / Afro-Caribbean
Bi-Racial (Black and
White)
LatinX
Hispanic

Hispanic; White
White; White
Latina/Afro Latina
White; Hispanic

School; University
University; Organic
School
School; Organic

White
White

Organic
School
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Johann is a fourth-year teacher at a small high school located in one of the poorest
congressional districts in the United States. Johann teaches Spanish and AP Spanish, in addition
to running the Gay Straight Alliance and the Latin Dance Club. They were born and raised in a
large urban city and take pride in their city upbringing as well as their strong Afro-LatinX roots.
During their first year of teaching, they were unofficially mentored by a White woman.
Kadeem is a fourth-year science teacher at a small, screened high school in which
students are admitted based on a set criterion, in a large urban district, where most of his students
are of Caribbean descent, specifically from Latin America. He found his way to the classroom
via an alternative licensing route. He teaches 10th grade Biology and an AP Biology course.
Before he began his career as a teacher he worked in the pharmaceutical industry. He identifies
as South Asian. During his first years of teaching, he was mentored officially and organically by
multiple White men both from his university and in his department. He also received informal
support from a colleague of color.
Sydney is a first-year teacher at a small charter school in a culturally rich and diverse
neighborhood which was historically Black until recent years. She entered teaching through a
traditional route. At the time of the interview, she taught 11th grade Ethnic studies and a Seminar
discussion course under her ELA License. During her first years in the classroom, Sydney was
officially matched with a White woman to be her mentor and also developed an organic
mentoring relationship with a Hispanic woman, who she shared a classroom with.
Ann Marie is a fourth-year teacher who taught in both public and charter schools which
serves mostly young women of color. Ann Marie entered teaching through a traditional pathway
and has taught in two large urban districts. At the time of the interview, she was using her ELA
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License in 10th, 11th, and 12th grades where she taught a humanities course. Ann Marie
identifies as Black and Afro-Caribbean. She was mentored by an Afro-Latina.
Deloris is an outspoken 3rd year teacher who began her teaching career in middle school
before transitioning to a small high school in a large urban district. Deloris earned her teaching
license in special education and entered the classroom through an alternative route. At the time
of the study, Deloris worked in an Integrated Co-Teaching English class. Deloris was mentored
by several women–two Black, one White, and one Hispanic woman.
Patrick is a first-year teacher who entered the classroom through an alternative teacher
preparation program. He was duly licensed to teach general education and bilingual education.
At the time of the study, he taught 2nd grade and questioned his decision to enter the classroom
and ability to stay in the teaching profession. He identifies as Hispanic. During his first year, he
was officially mentored by a White woman and sought some guidance, organically, from a senior
Latina colleague.
Findings
To capture the essence of the teacher mentoring relationships and experiences described
by participants, this section is organized, progressively, to first provide a collective
understanding of mentoring and the purpose of teacher mentoring from the perspective of early
career teachers of color. These expectations are followed by a narrative description of how TOC
experienced teacher mentoring. Finally, a short exploration of the mentions of race and its impact
on the ways TOC experienced teacher mentoring will be presented.
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Definition of a Teacher Mentor
Similar to the extant literature on mentoring, which reviews and attempts to define
mentoring, participants did not all define a mentor in the same way. Overall, the understandings
of the essence of a mentor were shared across participants, with them privileging experience and
knowledge as key components in defining a mentor. Kadeem began his definition of what a
mentor is by saying, “a mentor is somebody, a person, who has some knowledge or more
experienced than you do but not that isn't the exclusively what it means.” Johann also
highlighted experience in their definition of a teacher mentor, by sharing a mentor is “somebody
who is more experienced and maybe has walked through the path that you're trying to be on and
can give you insight, guidance on how to make sure that your journey is as successful as
possible.” Ann Marie specifically states teachers Mentors should be “highly skilled educator
which is evident in the way that they have relationships with the students, the way that they
design their curriculum, the way that a curriculum is implemented.” Additionally, she also thinks
teacher mentors should have “at least 10 years of experience.” This is line with Bozeman and
Feeney’s (2007) definition which specifies that mentoring relationships usually occur between a
“person who is perceived to have greater relevant knowledge, wisdom, or experience (the
mentor) and a person who is perceived to have less (the protege) (p.731). However, the
aforementioned attributes are not exclusively what TOC consider when they define mentoring. In
addition, they suggested that a mentor is someone who provides professional support in the way
of onboarding new hires and guiding them in the ways and norms of the work environment.
Participants stipulated that mentors provide emotional support in relation to and as a result of job
stressors. Kadeem expounds this idea in his explanation saying, “mostly it's [mentors are] like
someone who's ear you can bend and speak to and kind of go to with your concerns and have it
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be kind of a safe space because I think sometimes especially in a job as difficult as being a
teacher both learning the administrative side of things and also like the interpersonal part of it,
right?”
Johann further trivialized the definition and notion of a mentor by noting the definition of
a mentor cannot be established without also acknowledging and establishing the role a mentee
plays in that definition. The dynamic between the role of a mentor and role of a mentee is pivotal
in establishing a definition of mentor, as a mentor was thought to be an experienced person who
teaches a new hire and thus, the mentee learning is an important element to the definition of a
mentor. Johann summarizes this idea and explains, “it's hard to define mentor without like also
defining mentee. I think that within the dynamic of a mentor and mentee or something there is
obviously teaching and learning happening on both sides.” In short, you cannot have a mentor
without a mentee who is willing to or needs to learn.
Collectively, regarding the experiential knowledge of participants, it could be reasoned
that a mentor is an experienced professional who provides professional guidance and workrelated emotional support to a novice entering the field or work environment, who is willing to
learn the standards of operation. Patrick notes, “I thought they were going to come and help you
plan.” Deloris seconded this idea, “I believe it's to support teachers and lead them in the right
direction when they have questions or concerns about certain things that they're doing.” This also
aligns with accepted mentoring definitions, as Bozeman and Feeney (2007) noted, mentoring
involves “the informal transmission of knowledge, social capital, and psychosocial support
perceived by the recipient as relevant to work, career, or professional development” (p.731).
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Purpose of Teacher Mentoring
In line with participant definitions of a mentor, TOC believe that teacher mentoring is a
form of support meant to sustain, nurture, and advise new teachers as they enter the profession
and classrooms. Teacher mentoring, specifically, should provide professional guidance in regard
to how to navigate school culture, create effective lessons, and provide a safe space for teacher
development. This sort of support appeared to be especially important and valued by Kadeem,
Sydney, Deloris, and Patrick, all of whom entered teaching from an alternative certification
route, as they felt un- and underprepared to enter the classroom due to the abbreviated training
they received before entering the classroom. Ann Marie asserted, “it is extremely necessary for
new educators to be paired with educators that are more seasoned and experienced because as we
know teacher preparatory programs don't adequately prepare.” These teachers believe teacher
mentoring should provide new teachers with assistance with teaching strategies and also help
them to navigate the dos and don’ts of teaching in order to make sure they are in compliance
with the legal responsibilities as the lead teacher in the classroom. Deloris summed this up by
saying, “I assume they're [the teacher mentor] is supposed to be able to help me problem solve.
Like in the beginning because you know it's my first year. I'm not sure should I do this, am I
allowed to do this. So, they’re there to lead me in the right ways of making sure that I don't do
anything illegal, or I do things in the right ways so that I won't lose the trust of my students.”
In regard to emotional support, TOC in this study expressed an expectation that their teacher
mentors should provide an outlet where they are able to seek and receive help with problem
solving and navigating issues which may arise in and out of the classroom in their role as a
teacher. Kadeem thought it was important to be “able to bend somebody's ear and kind of be
honest in both negative and positive feelings that I'm going through it at any given moment or
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concerning the job.” Collectively, these teachers indicated that teacher mentoring should serve to
help new teachers bear the brunt of the first years of teaching which Johann simply described as
“overwhelming.” All participants, regardless of the route they took to enter the classroom, shared
a strong conviction that teacher mentoring is an indispensable form of professional development
for new teachers and some insisted that this support is especially important for teachers of color
when they enter racialized white spaces.
The Ideal Teacher Mentor
Predictably, from the base of their definitions and their vision of what teacher mentoring
should and would provide them, participants wished for mentors who were experienced,
available, realistic, and as Patrick described, “hands-on” and actively engaged on a consistent
basis. Participants wanted a mentor who was knowledgeable and resourceful, who took the
initiative to push resources their way. Many participants expressed frustrations with the lack of
time mentors had to mentor them and as such preferred a mentor who was available and had time
to observe and meet with them regularly. Some participants suggested that teacher mentors
should not have the full responsibilities of a classroom teacher so they could be more present and
available in their mentoring relationships. Additionally, a majority of participants expressed a
desire for their mentors to be able to observe their classes, although not on a daily basis. Thus, a
balance between a mentor who is able to observe frequently and one who observes a few times
per a year was ideal.
Some participants expressed an explicit desire to share affinity with their mentor. For
example, Ann Marie related her desire for a shared racial affinity as with her mentor to the idea
that such affinity would make it easier for her to seek out advice about navigating educational
systems and spaces as a woman of color. Ann Marie candidly shared, “I would obviously prefer
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a woman of color, as I am a woman of color and that does definitely make a difference in terms
of experiences that we face, just navigating the realm and bureaucracies of our education system
as a woman of color.”
Johann shared a similar sentiment to Ann Marie. Johann visualized and wished for a
teacher mentor who was similar to their high school teacher who shared multiple affinities with
them because that high school teacher “really understood them” on multiple layers. A desire for
shared affinity along the lines of race, teaching philosophies, or other important identifying
factors such as culture or lived experiences was also mentioned by participants while reflecting
on the relationships they had with their mentors. For example, when Patrick was asked what he
envisioned a mentoring relationship would have been like if he had been mentored by a
colleague who shared his race he shared, “I would've been so much more open.” Similarly, Ann
Marie related her desire for a shared racial affinity as well as other interests with her mentor to
the idea that such affinity would make it easier for her to seek out advice about navigating
educational systems and spaces as a woman of color.
New TOC Describe the Expectations and their Realities of Mentoring Experiences
One major theme emerged across the data when participants described their mentoring
experiences: their expectations of mentoring in contrast to the reality of their mentoring
relationships. Going into the relationships, all participants had a vision of what their mentoring
relationship would be like or the support their mentors would provide. However, these
expectations were not always met and correspondingly, their overall satisfaction with their
mentoring relationship sometimes hinged on whether their mentoring relationship expectations
became reality.
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Expectations vs. Reality
For some new teachers of Color in this study, their expectations of what teacher
mentoring would look like, should provide, and could become did not match their lived
experiences. For others, the mentorship was better than they expected. What led to these
disparate outcomes? Why were some TOC satisfied with their mentoring while others were not?
For some, they indicated their preference for a mentor who shared an affinity with them. For
others, it was a matter of mentor disposition, availability, and style of mentoring, which included
the supports they provided. Most of these novice teachers expected to receive adequate
professional support to insure they were effective in the classroom. Some also expected
emotional support and professional nurturing. Whether or not they received both of these things,
if they wanted both, affected their ultimate satisfaction with their mentoring relationships. To
respect the experiential knowledge shared by each participant, I will share the expectations and
the level of satisfaction each participant had with their mentor and mentoring relationship as well
as the overall mentoring experience of each participant.
Kadeem Looking for an “Ear to Bend.” As a career changer, Kadeem expected to
receive resources from his mentor. Entering the field of teaching with substantial professional
experience in another field, but no experience in education, he expected his mentor to “push
resources,” such as lesson plans, unit plans, and other curriculum materials his way, as well as
connect him to a network of other educators so he could find his grounding in the classroom. In
addition, he expected his mentor to create a safe space in which he would be able to “bend their
ear” and share his concerns and both negative and positive feelings. He thought it was important
for mentors to make sure they were available to listen or have a conversation when needed.
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Kadeem was officially mentored by a middle-aged white woman who was assigned to
him by his university during his master’s program. He described her as “open”, “encouraging”,
and very experienced with over 25 years in the school system. He considered her an “insider”
and as such said she provided him with more “general, guru advice”. Overall, he considered her
mentoring to be more “therapeutic” and “empathetic” than pragmatic and actionable. She visited
him once every few months and connected him with other graduate students who were going
through the same program he was, and as such he was able to connect with a peer group and
receive additional support.
Unofficially, Kadeem also sought out and found support from his department chair who
was in their 19th year of teaching as well as from a peer who was in their 2nd year of teaching.
From these teachers, he learned the ins and outs of the school culture. He described both
members of the science department as good listeners, welcoming, and genuine. Kadeem did not
share any personal affinity with either teacher mentor, he noted he was able to have personal
conversations with one of mentors because this mentor was the same ethnicity as his wife. In this
team, Kadeem felt like he belonged and as a result, he was comfortable sharing, which was
important to him. He posited, “I don't underestimate that feeling of welcome within a group and
that's kind of the foundation for sharing ideas and open communication.”
Although Kadeem felt comfortable with all his mentors, he was still hesitant to share his
struggles with them, although sharing his thoughts was one of his expectations of a mentoring
relationship. He hesitated because he was mindful of his mentors’ other commitments and did
not want to burden them. However, over time, he became less reticent and appreciated having the
support of all his mentors because, “sometimes you just need someone to listen to you. You
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know, you let out the emotion a little bit, you let the frustration out and then you're good.”
Overall, Kadeem was satisfied with his mentoring relationships.
Deloris: Hoping for Someone to Keep Her on the “Straight and Narrow.” Deloris,
who entered the classroom through an alternative teacher certification program, was not
completely new to working with children and adolescents. However, even with her experience in
child psychology she still envisioned needing considerable support from her mentors. As such,
she imagined her teacher mentor would help her build rapport with students and keep her on the
“straight and narrow” in regard to her pedagogy, by providing both emotional and professional
support. She expected her mentor to provide tips on how to balance her new career with self-care
as well as how to balance all her in-school responsibilities.
Deloris was mentored by multiple women as she entered the classroom. One of her
mentors was assigned to her in her alternative certification program. This “coach” was a Black
woman who also shared a cultural background with Deloris. Deloris described her as
approachable. Two of Deloris’ college professors also served as her university mentors. One who
was assigned during her first year of teaching was Black, “gave her key tips on how to work with
some of my problem kids.” The professor assigned during her second year was White, though
she described the professor as “White on the outside and Black on the inside.” Lastly, she was
mentored by a Hispanic woman who she described as her “favorite mentor of them all.”
Although Deloris was assigned additional mentors as she progressed through her alternative
certification program, however, she continued to seek out these four women because they
understood the environment she worked in and as a result were realistic. She recalls this about
first meeting with her Black University mentor, “they sat down and talked to me and said, ‘All
right let me just keep it real with you. This is what the system is.’” She says that this first
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interaction of many similar ones is what made her “stick” to this mentor. “I think that's what
made me really really stick with them. So, I was like, ‘Oh so you see what I see.’ Great.”
Some of the key skills Deloris learned from her mentors was to “not take things
personally”, how to “start the day fresh” each lesson, and how to take care of herself as an
educator so she did not burn out. These lessons learned aligned with Deloris’ expectations for
teacher mentoring. Collectively, Deloris was satisfied with her mentoring experience and
indicated that the mentoring she received aligned with the mentoring she envisioned. Although
her mentoring is officially completed, she maintains communication with all her mentors.
Ann Marie “Learned a lot from Her” Mentor. Although Ann Marie entered the
teaching field via a traditional educational program, she noted she did not feel ready to enter the
classroom after receiving her bachelor’s in education and sought further development in her
graduate programs. Even with both degrees, she still expected professional support from her
mentor in the form of curriculum development, lesson resources, and lesson scaffolds. She
wanted to “just talk to my mentor about what she was doing and just take some of her ideas and
kind of make it my own.” She also expected for there to be “some observations so that way they
[her mentor] could see how I'm implementing the things that we've talked about.”
Ann Marie met her teacher mentor years before entering the classroom and her mentor
was assigned to her. Both Ann Marie and her mentor attended the same high school and grew up
in the same city. Ann Marie’s mentor was Latina. Ann Marie identifies as Black and AfroCaribbean. So, although Ann Marie and her mentor were not racially aligned, Ann Marie felt she
shared cultural similarities with her mentor, as well as some differences. Her mentor was in her
fourth year of teaching and was the head of their school’s ELA department. Although her mentor
had fewer years than the 10 years of experience Ann Marie initially thought a mentor should
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have, Ann Marie did consider her mentor to be well-experienced as she had her “routines down
pat.” Almost immediately after meeting her mentor and watching her teach and seeing her
resources, Ann Marie deduced that she could learn a great deal from her mentor. Admittingly,
Ann Marie said she “relied on my mentor for a lot” and “learned a lot from her.”
One area of disappointment with her mentoring relationship was the lack of time she was
able to spend with her mentor. Her mentor “wore many different hats in the school so she
probably couldn’t dedicate as much time to the mentorship as she probably would have liked to.”
Throughout her first year, she noted her mentor never saw her teach, alone in person, however
her mentor did see snippets of recordings of her teaching. Due to the lack of time, Ann Marie
became intentional about seeking the support she desired while trying to navigate her first year
of teaching. This frustrated her because her main focus was “pushing students forward.” Yet she
wondered, “how are we supposed to really do that if we don't really know what the hell we're
doing?” Rather than being able to have her mentor visit her when she felt she needed assistance,
Ann Marie had to take the lead in reaching out to her mentor for supports which she felt should
be embedded in the mentoring relationship. However, when she sought out support from her
mentor, she “always left feeling better and more prepared than when I walked in. Always.”
Overall, Ann Marie says that her “mentoring experience was good, but it could have been
better.” She would have preferred to have been “pushed more pedagogically” and wanted more
“push-ins and check-ins about how I'm doing physically in the classroom, what my teaching
looks like, what my pacing, my planning the roll out of my lesson [are] like.”
Patrick “Thought about Quitting.” Patrick entered the classroom via an alternative
certification, feeling very underprepared for entering the classroom and expecting his mentor to
be very hands-on. He hoped for frequent meetings of substantial length with his mentor where he
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could co-plan his lessons and share his ideas. He craved personal anecdotes from his mentor, as a
form of scaffolding, from which he wanted to learn. He also wanted direct professional
development in lesson planning and help navigating professional responsibilities and
expectations.
Patrick identifies as Hispanic and was mentored by a White woman who was assigned by
his Assistant principal. Patrick was not formally assigned a mentor during his first month in the
classroom, hearing of his supposed assignment via word of mouth. Once assigned, he reported
being told he would receive one hour of mentoring a week, which was less than he anticipated
and wanted. From what he envisioned and what he heard from his peers, he thought he would
have substantially more time with his mentor. As a result of the late assignment to his mentor
and the lack of time for meeting, Patrick did not feel comfortable with his mentor in the
beginning. However, as time went on, Patrick said she began offering him moral support, telling
him, “Just don’t quit, don’t give up.” Although she offered emotional support, Patrick did not
feel comfortable with his mentor because he did not feel like she “understands where I am
coming from.” Overall, Patrick was not fully satisfied with the mentoring he received. He
appreciated that his mentor was candid and “did not beat around the bush or sugar coat things”
but he did not feel he was adequately supported and admitted, “With what's been with me I've
thought about quitting.”
Johann Just Trying to “See the Bigger Picture.” Johann entered the classroom via a
traditional teacher preparation route. They anticipated their mentor “catching [them] up to speed
with where education is in that moment and specifically in the context of that school” and
helping them get to where they want to be as a teacher. Additionally, they hoped they would be
able to benefit from their mentor’s longevity and rapport with students to help them navigate
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their own relationships with the students in their classroom as well as tips on what works and
doesn’t work. Furthermore, they also wanted emotional support from their mentor. They
expected their mentor to keep them “grounded” so they could “see the bigger picture” in
moments when they are “overwhelmed”.
During their student teaching year and their first years in the classroom, Johann did not
have a mentor teacher who taught Spanish. They were assigned a mentor who was an ENL
teacher, and Johann felt it “wasn't as helpful as could have been” as they were teaching under
their Spanish license. As a result, they “didn't really use them that much.” As a result of the lack
of mentoring they felt they were provided officially, they sought out and curated a mentoring
relationship with a Spanish teacher they met in their network.
Johann identifies as LatinX and was unofficially mentored by a White woman who had
10 years of teaching experience. In this relationship, Johann co-created lessons, units, and other
classroom materials, as well as conceptualized other ways to approach their content area, with
their mentor. In this way, Johann received feedback and the mentoring pair worked like critical
friends. They both had differing experiences and expertise, so Johann described a symbiotic
relationship where they both learned from each other. For Johann, it took a while to develop
comfort in this relationship due to a lack of trust on Johann’s part. It wasn’t until nine months
into the relationship that Johann felt like they could learn from their organic mentor. Even when
that comfort was developed, there were still situations where Johann did not feel comfortable
sharing their struggles in the classroom. Johann confided, “Afraid of seeming like a bad teacher
and I was afraid of someone else knowing that. So given the circumstances, I was just like I'm
going to just figure it out on my own.” Johann did not want to feel inadequate to their mentor.
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In sum, although Johann eventually developed a close relationship with their mentor,
even calling them “one of my best friends,” the mentoring relationship did not fully meet their
expectations. Because this mentor was organic, the mentor did not teach in the same building as
Johann and therefore was unable to provide them with inside information to help them navigate
the bureaucracy of their school site and for the same reason, their mentor was also unable to
provide personal insight into student relationships. Their mentor was, however, able to help
relieve some of the overwhelming feelings experienced by early career teachers by providing a
space where they could share ideas and share the load of curriculum planning.
Sydney: “Stretched too Thin.” Sydney also entered the classroom through a traditional
route. She completed a full year of student teaching in one of the largest, urban school districts in
America and began her official teaching career in a larger urban school district. With her
experience in the classroom, Sydney wanted mostly professional support from her mentor in the
ways of feedback on lesson delivery and curriculum creation.
Sydney's organic mentor was a woman of color but did not identify as the same race as
Sydney who identifies as bi-racial, Black and White. Sydney and her organic mentor shared a
classroom and co-taught one class together, and as Sydney put it, she just “somewhat attached”
herself to this colleague. During this mentoring relationship, Sydney reported feeling supported,
but not necessarily in the ways she desired. While she was provided emotional support by her
organic mentor, she did not “get as much assistance with technical things as much as I would
like.” This did not happen, as her organic mentor was “stretched thin”.
Sydney’s school assigned mentor, who she refers to as her coach, was a White woman in
her 10th year in the classroom. Sydney had some trouble describing her official mentor, but
eventually said she was “straightforward”, “a little passive”, and “didn’t really talk much”.
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Sydney also described her teaching style as “different” from hers, but also said she anticipated
being able to observe her mentor more. However, due to the poor planning by her school, in
regard to the schedules for her and her official mentor, she was not able to observe her mentor as
much as she thought she would be able to and as much as she would like. Sydney shared, “I was
hopeful that with my coach I would get a lot more like instructional feedback and that she would
be coming into the classroom more and kind of observing and just giving quick little tips.”
Although time was limited, Sydney did feel the one time her coach was able to observe, she was
given “actionable” feedback.
Overall, Sydney said she didn’t have a “super close mentor mentee [relationship], it feels
more like a coworker relationship” with her official mentor. Sydney acknowledged that she
assumed her mentor had a “large set of knowledge.” But because their teaching philosophies and
styles were misaligned, it was hard for her to develop a relationship with her assigned mentor.
Sydney loosely ascribed their distant relationship to the fact that her mentor and her did not do
enough in the beginning to build a solid mentoring relationship. Ultimately, although Sydney’s
expectations of what her mentoring relationship would be like, with her official mentor were not
fully met. However, she was not completely dissatisfied with either of her mentors. For her
official mentor she posited that “given the opportunity she could be a better mentor if she had
more time.” It seems what Sydney really desired was more support with the curriculum.
New TOC Say Race Mattered in their Mentoring Relationships
When asked, explicitly, whether or not they thought it was important to have a mentor
who shared a racial identity with them, all participants in this study acknowledged the
importance of sharing affinity with their mentor(s). Johann described it as, “an unspoken factor,”
while Ann Marie shared,
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I feel like our race, racial and cultural makeup and our familiarity with each other from
prior [experiences] was momentous as it relates to our relationship as mentor and mentee.
I highly believe that without that it would have been a completely different experience.
Ann Marie also shared her thoughts on the impact of race on her satisfaction with her mentoring
relationship. She attributed her complete satisfaction with her mentoring relationship with the
shared racial affinity between her and her mentor, stating “I know 100 percent that's because we
were cut from the same cloth to a certain degree.” Deloris shared a similar position in regard to
the mentor who she developed the deepest bond with, “I don't think it would have been as
successful honestly” if she did not share affinity with her mentor.
Some TOC who did not share racial affinity with their mentor were able to form strong
bonds with their mentor as a result of their mentor's disposition and openness. Deloris described
one of her mentors with whom she did not share an affinity as, “white on the outside but black on
the inside.” With this description she seemed to be hinting at her mentor’s understanding and
disposition and more simply put, she “felt like she got it.” Deloris respected the way her mentor
“approached things and handled things” and “didn't feel like she was watering anything down or
dumbing anything down.” This honesty and openness are what a few other participants felt
would be needed for a cross-racial mentoring relationship to work. Ann Marie posited, “Perhaps
if that white person had a certain level of consciousness as it relates to their privilege and status
as a white person, maybe in that case they could [provide the same level of comfort as a mentor
who shared the same race].”
In contrast, some participants who did not share racial affinity with their mentors noted
some difficulties establishing trust and feeling comfortable in their mentoring relationships, even
when their mentor of a different race seemingly made the attempt to limit bias and separate
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themselves from their identity. Johann shared that their mentor, who was White, and “tried as
much as possible to distance [herself] from whiteness” and as a result “it took a long time for us
to get to the like mentor-mentee dynamic because at first I did not fuck with her at all.” Johann’s
mentor’s “whiteness” apparently made it difficult to establish trust and respect in the beginning.
Johann asserted, as a Spanish teacher, they “had very little respect for her craft at first and kind
of felt that she was an invader.” This mistrust took a while for Johann to overcome; however,
they eventually trusted their mentor, but it took them asking “a lot of clarifying questions and
sometimes even questions that challenged her intentions to make sure she was separate from that
white savior type of vibe.”
Throughout Deloris, Johann, and Ann Marie’s descriptions of their experiences, themes
of safe space, seeking out affinity, comfort, and understanding were major themes. More
specifically, racial affinity, as described by the participants, facilitated or hindered the
aforementioned elements in their mentoring relationships.
Affinity Equals Safety and Comfort
All participants in this study shared a desire to have a mentoring relationship in which
they felt safe expressing themselves and seeking support. However, when participants discussed
developing a safe space within their cross-racial mentoring, some shared how it took them a
while to feel safe. Kadeem admitted he was a bit “reticent” with his mentors as a result of their
race, because it “took me a while to feel comfortable.” In contrast, Deloris shared she felt safe
sharing her concerns with her mentor who shared a racial identity. Johann also described how
having access to organic mentors who were the same race as they identify allowed them the
safety to honor the “boldness” of their curriculum ideas and “gave them the courage to go
beyond the White, Eurocentric Spanish curriculum.” With their other mentor, who was not
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racially aligned to them, it took them a lot longer to feel safe enough to discuss curriculum ideas
which challenged the status quo.
Participants in cross-racial mentoring dyads described how they curated connections with
people in and out of their school building who shared racial affinity with them. When I asked
Sydney if it was important for mentors and mentees to share a racial identity, she reflected and
offered, “Yes. Because now that I'm thinking about it, even though I appreciate both the mentors
that I've had who have both been White women, I sought out supplemental mentors in both
spaces.” She elaborated,
When I was teaching at the school last year, I became close with the Latina guidance
counselor down the hall and the Latino history teacher who taught next door. I observed
our eighth grade Black, Civics teacher. She was excellent. I also had an advisor at my
grad program who was a Mexican man.
So, although she spent most of her time with her mentor, Sydney sought out these connections
and relationships. It was these people she felt comfortable “asking particular questions.” Sydney
admitted, “even now, I do the same thing.”
Ann Marie held a similar belief about what she would have done if she was in a crossracial mentoring dyad.
I probably wouldn't even have reached out as much as I did. Like I said I'd go to her after
school or during a prep period. Had I not shared that racial and cultural aspect with her, I
probably would have looked to other teachers in the space that shared my racial or
cultural aspect.
Similarly, before Patrick was assigned his official mentor, he sought out advice from an older
Latina colleague and continued to do so even after he was assigned an official mentor.
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Contrary to the experience of TOC in cross-racial mentoring relationships, TOC in samerace mentoring dyads did not mention seeking out supplementary support from other colleagues
as a result of race. Rather than navigating away from their mentor, Deloris shared, “I think it was
more so when I saw them, I wanted to gravitate more to them.”
Regarding race and comfort in mentoring relationships, all participants either shared that
they felt almost automatically comfortable as a result of sharing a race with their mentor or
envisioned that they would if they were in a same-race mentoring relationship. For example,
Kadeem was thankful for his brief interactions with a colleague, a man of color, who invited him
into an after-school program. Kadeem shared that the affinity shared between him, and this
colleague was important, because it was “something that can lower the barrier to create a space
for people to feel comfortable and genuinely interact.”
Ann Marie further explained how the racial affinity in her mentoring relationship allowed
her to feel comfortable to the point where she felt she could talk to her mentor “about whatever.”
Ann Marie thought “that had a lot to do with our familiarity with one another but more so from
one woman of color to another.” She furthered her reflection by adding, “I didn’t have to put on
a different face when I was talking to her. If I was frustrated with the children, with
administration, anything, I could just talk plain. And I know I wasn't going to be judged for it.”
This level of comfort, that Ann Marie described in her mentoring relationship was directly
attributed, by Ann Marie, to the racial affinity she shared with her mentor. Deloris shared the
same level of comfort with her mentor, saying “and maybe race had something to do with that
too because again if it was probably another white person or someone who I felt didn't
understand the kids I wouldn't have been so open with her.”
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Sydney felt uncomfortable at the beginning of her mentoring relationship and felt like
there “was more work to be done at the beginning” because it was taking her and her mentor
“longer to really get to know each other because we're not necessarily synchronous.” As a result,
unlike Ann Marie, she did not feel comfortable seeking advice about the content of her teaching,
nor asking for help in planning units which centered on race. Sydney noted she “felt more
comfortable asking people of color who were in the education system” about “those kinds of
questions.” Patrick also felt uncomfortable seeking help with some of his professional
responsibilities from both his mentor and some of his colleagues because “many of them are
European background women. So, I don't feel like I can be comfortable asking any questions. I
feel like a second-rate teacher that I don't feel like I can reach out to them, it’s tough. It’s tough.”
However, he did feel comfortable seeking help from a Latina colleague. Similarly, Johann shared
their conflict in disclosing their struggles in the classroom with their White mentor, “I’m not
revealing to this White woman that I am speaking English and that I'm struggling to speak
Spanish in my classroom, when she is speaking Spanish in her classroom. So, it wasn’t
something that I spoke to her about.” Johann’s hesitancy to share with their mentor may be due
to the lack of comfort as a result of the lack of affinity but may also be due in part to them
divulging that the lack of racial congruence made them feel their mentor did not “really get it so
do you really deserve 100%of my genuine feelings.” However, Johann articulated that their
“interactions with White people are very performative. I don’t care that deeply to be as sincere as
I was with fellow POCs.”
Shared Race as a Shortcut to Understanding
Across the data, the theme of understanding presented itself. Most participants revealed
race either aided or inhibited understanding in their mentoring relationship. This understanding
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in same-race mentoring relationships was described by TOC as something that was unspoken,
yet present from the beginning of the relationship. Sydney tried to explain this phenomenon, of
how shared affinity along same or similar racial lines fostered almost an effortless understanding
between mentor and mentee, but the words escaped her, as it is something which many
participants shared, was something you just got. “You know when you meet someone you just
kind of have this shared understanding that doesn't really need to be spoken in a way.”
Understanding was important to participants when sharing about racialized stressors as an
educator. TOC in this study found it important that they could talk to someone without
explaining themselves with cumbersome details. Shared understanding saved time and limited
the Black tax of having to continuously explain feelings and experiences a teacher of color may
feel and experience in the classroom and school building. Sydney shared, “And I feel like a lot of
what I'm doing is explaining from myself when somebody else would just be like ‘oh I get it’ …
I don't have to really articulate that.” Having someone to understand their experiences as a result
of their race in the workplace would save time in trying to explain the situation to a mentor who
may not understand how they were feeling. Having a same-race mentor may allow for mentors to
understand what their mentee was sharing was “real.” Ann Marie deepened this thought by
sharing mentors who do not understand what it is like to navigate life as a person of color, they
may,
never really be able to understand why someone is acting this way or why are they
reacting this way as much as you try to understand. You just won't really get it because
you haven't experienced it…. Struggles that I'm going to face as a Black woman in the
workplace that other people who are not of my culture are not going to 100 percent
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understand no matter how much they might empathize or want to be supportive just due
to the racial history and makeup and the biases of our country.
For example, Sydney expressed her thoughts on how sharing the struggle she had in balancing
the task of creating a radical space in her class for her students within a less affirming school
wide culture where students may be targeted because of their hair and ultimately not feel safe. “I
think those things you can't really explain why that might stress you out or give you anxiety to
your white mentor.” On the other hand, due to sharing a similar race with her mentor, Ann Marie
felt like she “could always just speak plainly to [mentor] about how I was feeling about
anything” because her mentor and her “speak the same way.” Johann summed up the impact of
race on understanding in this way:
Like we don't only communicate with words, we communicate with body language. We
communicate with pop culture phrases and sayings and stuff like that. So, when you're
able to not have your guard up, I think you're in a position where you can learn more.
You're not worried about being understood, you're just expressing yourself. Because you
know that the person is picking up what you're putting down.
The shared understanding described by Johann was valued by participants and was a factor in
many participants maintaining a relationship with their mentors after their mentoring relationship
ended.
Discussion
The narrative evidence presented in this article suggests that early career teachers of color
value mentoring and expect their teacher mentors to provide them with necessary supports so
they can improve in their craft as teachers and navigate the difficulty which comes with the first
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few years in the classroom. In general, this is thought to be true of teacher mentors for all novice
teachers as teacher mentors are expected to socialize new teachers into the culture of teaching
and of the school they teach in (Dingus, 2008; Kutsyuruba et al., 2019; Wang & Odell, 2002). As
such, beginner teacher mentoring often focuses on and results in improved teaching practice of
the novice teacher (Smith & Ingersoll, 2004). This sort of support is exactly what the teachers of
color in this study wanted. This was to be expected because it has been reported that the majority
of novice teachers who participated in mentoring welcomed the support and valued the
experience (Ingersoll & Smith, 2004; Kutsyuruba et al., 2019).
Collectively, teachers of color in this study expected their mentors and mentoring
relationships to provide professional support in the form of resources, observations, and
actionable feedback. Additionally, some participants expected their mentors to provide emotional
support. These expectations confirm previous research which has established that mentees expect
their mentors to be there for them and often look to their mentors for validation and support
(Abell et al., 1995; Kram, 1983; Kutsyuruba et al., 2019) as well as emotional support (Abell et
al., 1995; Bouclin, 2017; Kram, 1983; Morettini, 2016; Odell & Ferraro, 1992; Patton, 2009). In
order to provide ample support, the evidence from this study shows that participants expected
their mentors to have enough time to nurture their relationship. The lack of time was often shared
to be one of the reasons why mentees were dissatisfied with their mentors and sought additional
support. Sometimes, when mentees perceived their mentors to be “stretched too thin” or
“wearing too many hats” they shied away from sharing their struggles and asking for help. This
was the shared experience of Kadeem, Patrick, and Ann Marie. Johnson et.al (2055) found that
the necessity of time in mentoring relationships and that it is important to mentees that they have
ample time to feel comfortable seeking counsel and sharing their ideas and experiences.
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Furthermore, time is important because without enough time, mentors are not able to meet all the
expectations their mentees have about observations and are not able to provide explicit guidance
and feedback.
Reflections shared by the participants in this study confirm previous findings about the
preferences of mentees in regard to racial affinity with their mentors. Participants in this study
unequivocally asserted that racial match in mentoring relationships is an important, yet often
unspoken and ignored factor in mentoring relationships. Mentoring relationships function best
when there is mutual trust and respect (Abell et al., 1995; Gardiner, 2017; Hallam et al., 2012;
Jackson et al., 2014; Martin et al., 2016; Patton, 2009; Sowell, 2017; Thomas, 1993). Most
participants who shared they established a trusting and comfortable relationship with their
mentors were in same-race mentoring relationships. Similarly, Bouclin (2017), found law
students of color felt more comfortable seeking support from mentors who they perceived as
trustworthy and refrained from reaching out to their mentors if they did not feel a sense of trust.
As Johann plainly explained, they did not talk to their mentor at first sight because of the lack of
affinity in their relationship. This lack of initial comfort took Johann and Sydney a significant
amount of time to get over, both of whom were in cross-racial mentoring relationships.
Conversely, participants who were in same-race mentoring relationships shared feeling
comfortable almost immediately. Deloris experienced comfort with her mentor from the
beginning. “From day one, hearing how she spoke, I was like, you’re like my twin; we clicked
instantly…When I saw them, I wanted to gravitate more toward them. I am different with people
who I feel comfortable with.” The accounts of the participants in this study align with Patton’s
(2009) findings that mentees' level of comfort comes as a result of sharing an identity with their
mentor. Participants reflected on how the shared identity between them and their mentor fostered
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understanding. As a result of feeling understood, participants shared they could “speak plainly”
about the struggles they experienced in the classroom. This confirmed previous findings that it is
easier for mentees to maintain more honest communication with their mentor if they felt
understood (Alston et al., 2017; Dingus, 2008; Patton, 2009). Additionally, understanding and
comfort between mentor and mentee created a space where mentees could discuss racialized
experiences within the context of their professional assignment. According to Thomas (1990),
“Same-race relationships were found to provide significantly more psychosocial support than
cross-race relationships” (p. 479). Without the burden of having to explain themselves or worry
about their feelings being misinterpreted, participants in this study shared they were able to
access the support they needed. These honest conversations may lead to a more fulfilling
mentoring experience.
Teachers of color in this study sought out supplemental support, often from colleagues
who were racially or culturally aligned to them, when they felt their needs in their mentoring
relationships were not being met. Deloris, Sydney, and Patrick all sought out advice from
colleagues who they felt more comfortable asking questions or sharing struggles. Likewise, with
race as an entry way and perhaps an agent for trust, same race networks may allow members to
vent and discuss sensitive topics, such as systemic and individual racism (Dingus, 2008).
Although all participants in this study considered race an important factor in their
mentoring experience, some also shared positive mentoring relationships with mentors who did
not share a racial affinity with them. Deloris and Johann were both mentored by white women
who they eventually felt “got it”. These mentors showed an interest and commitment to equity
and did not shy away from having hard conversations which included race. This corresponds to
previous research which uncovered that when pairs share similar views on the importance or
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significance of race honest conversations can occur which may lead to a more fulfilling
mentoring relationship (Thomas, 1993).
A few limitations of this study should be noted. Due to the small sample size, findings
from this study are not generalizable. All participants in this study taught in the same, large
urban school district. As such, their experiences may not align with the experiences of teachers
of color in other localities. Lastly, the dearth in previous research on the mentoring experiences
of teachers of color makes it difficult to compare or contrast the findings present in this study
with those of other studies.
Implications
Moving forward, more needs to be done to provide the support novice teachers of color
want and need. When thinking about the implications of this study, I draw on the recollections of
participants who reflected on and shared their expectations, satisfaction, and disappointments
with their mentoring experiences. Additionally, they hypothesized how to improve mentoring for
teachers of color.
One major reason study participants felt disappointed with their mentoring experience
was the lack of time they had with their mentor. Many teachers felt their mentors were not given
the adequate time in their schedules to perform their mentoring duties to the best of their
abilities. As such, administrators should be more thoughtful in teacher and mentor scheduling
when they are pairing them for mentoring, as previous research has asserted that mentoring is
more effective when mentors are given the time within their schedules to mentor (Abell et al.,
1995; Ingersoll, & Smith, 2004). If mentoring dyads were given purposeful time to check in with
one another, then new teachers would not have to, as Patrick puts it, “suffer in silence.”
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Secondly, more thoughtful matching of mentors to mentees needs to occur. Participants
in this study posited that creating mentoring dyads for teachers of color built on nodes of
connections, such as race, gender, disposition, content area, sexual orientation, and teaching
philosophies, among other identities and interests, would provide for a more positive mentoring
experience. This is related to previous research which found that in consideration of racial
affinity, mentees thought such connectedness provided a “shortcut” to understanding (Patton,
2009, p. 523). This makes sense because these aforementioned nodes of connection may also
allow for quicker, deeper, and easier conversations and in turn provide a safe space and more
support for TOC.
In reality, although all participants indicated they felt it was important to have a mentor
who was racially similar to them, it would be difficult for administrators to provide each new
teacher of color a mentor of color, as teachers of color, at all levels of the teaching profession,
are disproportionately underrepresented. Thus, culturally responsive and thoughtful mentor
training is needed to train mentors who are racial dissimilar from their mentees. Participants in
this study stressed the importance of being purposeful in building a relationship with their
mentor in the beginning. Participants in cross-racial mentoring dyads, who took the time to get to
know each other, reported feeling like that process helped them to develop their mentoring
relationships. Ann Marie theorized that maybe if a “white person had a certain level of
consciousness as it relates to their privilege and status as a white person, maybe in that case they
could [provide the same level of comfort as a mentor who shared the same race].”
Ultimately, recruiting teachers of color into a system where they are not adequately
supported will defeat the purpose of recruitment efforts. As such, supports, such as mentoring,
need to be further researched to deepen and confirm the findings of this study. Hopefully, further
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research will point to the best practices for mentoring teachers of color and training mentors of
teachers of color.
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CHAPTER V
TEACHER MENTORS REFLECT ON THEIR CROSS-RACIAL AND SAME-RACE
MENTORING EXPERIENCES WITH TEACHERS OF COLOR
“I did not have a black teacher until I got to [college].”
This revelation was shared by Donna, one of the participants of this study, as she
reflected on her schooling experience and the motivations for her wanting to be a teacher mentor,
specifically to support teachers of Color (TOC). Public school teachers in the United States are
disproportionately White, female, and middle aged (National Center for Education Statistics,
2019b), in stark contrast to student demographics. The disproportionate representation of White
teachers in the public school workforce will arguably be the case for the foreseeable future as
Black and Hispanic teachers seem to be leaving the field of education at higher rates (Ingersoll et
al., 2014). The teacher workforce will remain largely White unless something drastic changes in
recruitment or retention practices. One retention practice which has been attributed to lowering
teacher attrition is mentoring (Ingersoll & Kralik, 2004; Ingersoll & Smith, 2004; Ingersoll &
Strong, 2011; Odell & Ferraro, 1992; Tillman, 2005). Thus, this study aimed to investigate and
better understand the experiences of teacher mentors of early career TOC. Examining their
experiences may provide insight into necessary mentor training and support, which could in turn
provide better support for TOC as they enter and navigate their first few years in the classroom.
This study aimed to answer the question: How do mentor teachers of early career TOC describe
their mentoring experience and how, if at all, do they perceive that race impacted their mentoring
relationships?
According to projected enrollment figures by the NCES, students of color (Black,
Hispanic, and Asian/Pacific Islander) will represent 50.2% of public school students in 2026 (de
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Brey et al., 2019). This translates to a majority of students of Color being educated, in large part,
by teachers who do not share a racial background. In fact, 67% of Black fourth grade students
are taught by White teachers, while only 23% are taught by Black teachers (Yarnell &
Bohrnstedt, 2018). Some Black students are never taught by a Black teacher or any educator of
color (Gershenson et al., 2018). This racial mismatch between teacher and student adversely
affects students of color’s educational experiences. Research has shown that students benefit
from being taught by teachers of their own race, with students of color who are taught by samerace teachers experiencing fewer discipline issues, higher expectations, less bias in the
classroom, and increased test scores (Carver-Thomas, 2018; Cherng & Halpin, 2016; Dee, 2004,
2005; Égalité et al., 2015; Gershenson et al., 2015; Klopfenstein, 2005; Kozlowski, 2015;
Landsman, 2004; McGrady & Reynolds, 2013). As such, it is imperative that the number of TOC
in classrooms be increased.
However, it is not enough to simply increase the numbers of TOC. The supports
necessary to train, sustain, and ultimately retain TOC need to be available and of service to these
teachers. TOC face unique challenges entering and persevering in the classroom in a
predominantly White workforce and segregated education system. Navigating the first years of
teaching while trying to figure out how and what to teach is challenging enough, but TOC are
also faced with racialized experiences which ultimately add to the stress and mental and
emotional weight of teaching for TOC. Pizarro and Kohli (2020) termed this added stress faced
by TOC, Racial Battle Fatigue (RBF), which is the perpetual presence of race and racism in work
related interactions. TOC navigate issues of race and racism in both teacher preparation
programs and in school buildings once assigned (Cohen, 1998; Frank, et al., 2021; Kohli, 2018,
2009; Johnson, 2002; Padilla, 1994; Pizarro & Kohli, 2020). Pizarro and Kohli (2020) extended

99
and operationalized Smith’s (2009) definition of RBF, “the psychological, emotional,
physiological, energy, and time-related cost of fighting against racism” in educational spaces (p.
298). TOC constant confrontation with micro and macro aggressions takes a toll and often are
reasons they leave the classroom. In addition, these teachers, who often work in urban contexts
in hard-to-staff high poverty schools, also report feeling undervalued, deprived of autonomy in
their classrooms, and the emotional and psychological toll of being an educator of color (Albert
Shanker Institute, 2015; Dixon et al., 2019; Griffin & Tackie, 2016). As a result, TOC leave the
profession of teaching at higher rates than White teachers (Carver-Thomas, 2018).
Literature Review
Over the last few decades, teaching has become a profession with a revolving door
(Ingersoll et al., 2018; Smith & Ingersoll, 2004). Approximately 44% of teachers stop teaching
within five years of entering the classroom (Ingersoll et al., 2018). One approach to retaining
teachers is through mentoring, which has been hailed as a necessary support for novice teachers
(Ingersoll & Smith, 2004; Odell & Ferraro, 1992; Tillman, 2005). Mentoring as defined by
Ingersoll and Smith is “the personal guidance provided, usually by seasoned veterans, to
beginning teachers in schools” (2004, p. 683). Effective teacher mentoring programs have been
associated with less teacher attrition, from both specific schools and the profession (Ingersoll &
Kralik, 2004; Ingersoll & Strong, 2011; Odell & Ferraro, 1992; Smith & Ingersoll, 2004).
Through modeling, novice teachers should learn the profession and become socialized into their
roles as teachers. As a result, teachers who take part in mentoring have been found to show
higher student achievement after sustained mentoring (Glazerman et al., 2010; Ingersoll &
Strong, 2011; Smith & Ingersoll, 2004), better teaching practices (Thompson et al., 2004), more
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confidence in their teaching ability, improved student-teacher relationships (Kutsyuruba et al.,
2019), and stronger classroom management (Ingersoll & Strong, 2011; Lindgren, 2005).
Gardiner (2017) studied four new teachers and two mentors and found that new teachers felt,
“‘overwhelmed,’ ‘barely hanging in,’ ‘emotionally drained,’” (p. 59). However, with mentoring,
new teachers report having increased job satisfaction (Ingersoll & Strong, 2011; Kram, 1983).
This increased satisfaction may affect their decision to stay in the classroom.
Most studies which focus on mentoring highlight the impact mentoring has on the mentee
with Abell et al. (1995) being one of the first to examine both mentor and mentee experience in
mentoring relationships. Since then, there have been some examinations of mentor experience,
most of which are small scale and primarily rely on case studies with interviews (Gardiner, 2017;
Parker et al., 2021; Reddick, 2009, 2012; Sowell, 2017; Walters et al., 2019) with the exception
of a couple investigations which relied on large data sets gathered from surveys (Owen &
Solomon, 2006; Thomas, 1990). These studies on teacher mentors reveal that mentors generally
have positive experiences mentoring (Abell et al., 1995; Beutel et al., 2017; Hagger & McIntyre,
2006; Kram, 1983; Walters et al., 2019), while others reveal some difficulties in navigating the
mentoring relationship (Abell et al., 1995; Kram, 1983) or being overwhelmed with the added
responsibility which may be attributed to the lack of release time for teacher-mentors to mentor
(Beutel et al., 2017; DeCesare et al., 2016). Understanding the mentor’s experience, from the
shared accounts in the aforementioned studies among others, provides potential insight into the
aspects of effective mentoring. However, one factor that has not been thoroughly explored in the
literature about teacher mentoring is the role of race in teacher mentoring relationships.
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In adjacent fields, such as higher education and the sciences, which also have a
disproportionate representation of White workers, it is thought that same-race mentoring may
have some benefits. For example, it may be easier for trust to develop, for communications to be
honest, and for mentees to feel understood (Alston et al., 2017; Patton, 2009). In Alston et al.’s
study (2017) they endeavored to understand the experiences of Black males pursuing degrees in
STEM and found mentees in this study wanted to see themself in their mentors and when in
cross-racial dyads, felt the stress of representing their entire race. In Mondisa’s (2018) study of
the ways in which African American faculty help their African American mentees persist in
STEM majors, they uncovered that in same race mentor pairs, mentors approached and mentored
their mentees in a familial way, as if the mentee was a part of their own family. Additionally, it
has been hinted that racial similarity may serve as an entryway and perhaps an agent for trust.
Same race networks may allow members to vent and discuss sensitive topics, which are
sometimes validated by the mentor who emphasizes and is able to share affinity of experiences
with their mentee (Mondisa, 2018). Similarly, Patton’s (2009) look at African American
women’s experiences in graduate and professional programs at predominantly White institutions
(PWI) found that same-race mentoring relationships and mentors may provide a “counterspace”
for these women as they navigate the daily challenges of studying at a PWI (p. 530). With
support from mentors and peers who share homophily, participants in McGaskey et al. 's (2016)
study of the social support networks of Black men in doctoral programs felt they could express
their frustrations and displeasures without being labeled the “angry Black man” (p.151). This
sort of support may be crucial in the first few years in the classroom for TOC.
It is widely assumed that same-race mentoring relationships are more effective than
cross-racial mentoring relationships; however, that is not always the case. From the perspective
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of mentees, cross-racial mentoring comes with unique challenges, but can be effective (BlakeBeard et al., 2011; Bouclin, 2017; Johnson-Bailey & Cervero, 2004; Reddick, 2012). Some
mentees have reported the race of their mentor did not matter (Patton, 2009). However, these
findings come from the mentee’s perspective. At present there is a dearth in the literature about
the mentor perspective. This study aims to add to the literature by exploring the following
questions:
1. How do mentor teachers of early career teachers of color describe their mentoring
experience?
2.

How, if at all, do mentors describe the role that race plays in their mentoring
experience?
Theory

A confluence of Cultural Capital Theory and Culturally Responsive and Sustaining
Pedagogies (CR-SP) guided data collection and analysis for this study (Bourdieu, 1986; LadsonBillings, 1995, 2014; Paris, 2012; Paris & Alim, 2014;). The focus of this study was to gain a
better understanding of the experiences of teacher mentors who mentor TOC in their early
career. As such, I would be remiss if I did not use a frame to examine the intricacies of these
experiences through a lens which honors the race, and as an offshoot, culture of the teachers who
were mentored as well as the mentor teachers. Before sharing the ways in which these theories
guided this study, I would first like to operationalize a few key terms used in this study: race,
culture, and affinity. Race for the purpose of this study is the loosely phenotypically aligned
ways people are categorized. Culture is a shared or foundational set of practices, beliefs,
perspectives, desires, language, foods that exist predominantly amongst a group of people within
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a similar geographic region, nation, or race or ethnic classifications. Affinity is a node of
connection between people.
Cultural Capital asserts there are wells of knowledge shared amongst people of the same
groupings (Bourdieu, 1986). Cultural capital is said to make everyday interactions between
people easier. It is thought that a shared culture often comes with a common language, beliefs,
and ultimately a shared understanding. This knowledge may lead to an easier understanding
between members of the same group. Thus, where there is a lack of cultural congruence, it can
be hypothesized there may be instances of misunderstandings. The hegemonic state of education
means TOC may face unique challenges which may not be easily understood by mentors who
have not personally experienced the same challenges or who are not aware of the unique
challenges which exist for TOC. In mentoring, this may prove pivotal or problematic in forming
a strong mentoring relationship, as mentoring relationships are built on trust and understanding.
As such, Culturally Responsive and Sustaining Pedagogies (CR-SP) is used to view the
ways in which participants in this study described their mentoring relationships in regard to the
connections built with their mentees and the supports they were able to provide. Culturally
responsive pedagogy has three main goals: academic success, cultural competence, and critical
consciousness. In this study, the student, or pupil, is the new TOC entering the field. In line with
that thinking, mentors, if they subscribe to culturally responsive pedagogy, should mentor their
mentee while centering their mentees’ unique cultural experiences and needs in conjunction with
teaching or modeling the cultural capital of the dominant culture, in this case, teacher culture,
which because the field is majority White, may also mean White culture. Pushing this forward to
culturally sustaining pedagogies honors and recognizes all of the cultures the mentee would
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bring to a mentoring relationship and look to the intersectionality of these cultures as a node of
strength without the need to leave them behind in the vein of learning dominant culture. This sort
of mentoring could be referred to as culturally or community responsive mentoring. This will be
discussed later in this article.
Methods
This qualitative study uses a phenomenological approach to understand the experiences
of mentor teachers of early career TOC (self-identified as non-White Hispanic, Black or African
American, Asian, American Indian or Alaskan Native, Native Hawaiian or Other Pacific
Islander). Participants of this study are mentor teachers, who have mentored teachers of color
during their first four years as the lead teacher of record in a PK-12 public school classroom
within the United States. In this study, teacher mentors can be officially assigned by the school
or district for the purpose of meeting school or district level components. Alternatively, mentors
can serve in an unofficial role as a result of an organic connection between themself and a less
experienced colleague. Participants took part in single one-on-one semi-structured interviews in
which they were encouraged to share stories about their mentoring experiences and relationships.
Each interview lasted between 25 and 45 minutes. Data for this study came from six participants
from multiple school districts in the United States. These six interviews were chosen from a
larger data set which totaled nine interviews because they best spoke to the themes garnered
from the data. These participants were more descriptive and reflective in their answers which
provided a clearer and more detailed account of their experiences. Table 3 provides brief,
pertinent participant information. All participants reflected on mentoring experiences which
occurred within the last 5 school years to ensure that data reflect the recent experiences of the
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population studied. Interviews were conducted virtually via telephone or video conferencing at
the preference of the participant. Interview audio was recorded and transcribed. Transcripts were
sent to participants for their review to maintain accuracy.
For the purpose of clarity, the following terms are used to describe different types of
mentors and mentoring relationships–organic and official or assigned. Organic is used in place of
informal in reference to mentors and mentoring. Organic mentors serve in an unofficial role as a
result of an organic connection between themself and a less experienced colleague. Official or
assigned mentors and mentoring can be officially assigned by the school or district for the
purpose of meeting school or district level components. University mentors are mentors who are
assigned though alternative teacher certification programs. These university mentors are
expected to visit a few times each year and do not normally spend as much time with their
mentees as other types of mentors. Additionally, affinity is used throughout this study to describe
a node of connection between people.
Table 3
Demographic Overview of Teacher Mentor Participants
Mentor
Teacher

Race

Type of
Mentoring

Race of Mentee

Mentor
Training

Years in the
Classroom

Donna

Black

Organic

Black

No

14

Julia

Black

Organic/assigned

Black

Yes

10

Carl

Black

Organic

Black and Native
Latino

No

18

Anthony

White

Assigned

Black

Yes

15

Maria

White

Organic

Black

No

Vivienne

White

Assigned

Latin

No

15
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Data were analyzed for themes using in vivo codes (Saldaña & Omasta, 2016).
Throughout the coding process, inductive coding and constant comparison was used to organize
the data into themes to best capture the collective experience of participants. Each interview was
coded multiple times by both the lead investigator and peer debriefers (Lincoln & Guba, 1985).
Initial codes were developed in conjunction with peer debriefers, privileging participant words.
After interviews were coded, codes were compared and consolidated.
Positionality
The researcher, as unbiased as one would like to be, undoubtedly is a tool in any
research. This study is indeed the result of my personal experience, interest, and positionality. I
am a Black woman. I am a career changer who entered the classroom through an alternative
teacher preparation program. I have taught 15 years in public schools in a large city. I navigated
most of my early years in the classroom without, what I would consider, a traditional mentor. I
was assigned a mentor from my university. They visited quarterly, and although their feedback
was in line with what I could improve pedagogically, it neither nurtured me as an educator, nor
provided the consistent relevant support I needed to find and maintain my voice in the classroom
and system. However, my disposition allowed me to persevere in the classroom, in conjunction
with the organic support I found in colleagues who shared affinity with me, whether racial,
cultural, or pedagogical perspective. During my fifth year I began working closely with an
alternative certification program in which I was privileged to serve as a mentor of sorts to a
cohort of career changers entering the classroom. However, in that cohort, there were only two
men of color and two women of color out of a class of 30. This intrigued me. Since then, I have
become deeply involved in an innovative mentoring program which aims to increase the
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representation of men of color in the classroom. My extensive experience as a mentor gives me a
unique perspective. For some, this may prove alarming, in concerns of bias. For me, this
proximity and cultural capital, both racially and experientially, provides for a distinct analysis of
the data.
Findings
In this section, the findings are presented as themes to answer both research questions. To
ground participant experience, a collective understanding of mentoring is provided, followed by
an overview of what participants believe teacher mentoring should provide. Two overarching
themes emerged in response to the research questions: professional versus holistic mentoring and
race matters in mentoring relationships between TOC mentors and their mentees. Participant
voices will be foregrounded through the findings section to summarize the data.
The first research question focused on how mentor teachers described their mentoring
relationships. To better contextualize their perception of their experience, it is helpful to
understand what they perceive and define a mentor and mentoring to be. Collectively,
participants understood a mentor to be a professional with more experience than the mentee, who
provides support and guidance to a newer professional entering the same field. Two participants,
Donna and Vivienne specified that a mentor also supports their mentee personally, as well as
professionally, and ultimately become a part of their lives. Donna differentiated by saying, “a
true mentor, that person is a part of your life. Without that connection, if it is only about work,
that would be more of a career counselor.” Vivienne defined a mentor as, “someone you can turn
to for all the big and little things in life and in work.”
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Based on the collective understanding, all participants held similar views about the
purpose of teacher mentoring and the support mentors should provide newer teachers as they
enter the field. Participants indicated that teacher mentoring is supposed to provide new teachers
with a support system as they navigate the job responsibilities of being a teacher and as Vivienne
put it, a mentor teacher should be “a person you can turn to for all the big and little things while
you are learning how to do the job.” Therefore, participants felt that mentors should create a safe
space where their mentees can rely on them as a sounding board. They felt that mentors should
help their mentees with developing strong pedagogy by providing them assistance with lesson
planning, classroom management, interpreting student behavior, building classroom rapport, as
well as a listening ear and space for reflection and professional goal setting. Mentors should also
provide other professional support, such as guidance on how to interact with school
administration and facilitate network connections with other teachers and professional
opportunities. In this way, mentors are expected to help onboard mentees into the culture of the
school in their roles as teachers. Providing this sort of cultural capital is important for new TOC
as they enter the field so they can begin to understand and socialize into their roles as teachers,
developing a conceptualization of self in these new roles. Access to culturally acceptable ways of
being in their school setting may prove beneficial.
Some participants differed in their perception of the scope of a mentor teacher’s
responsibilities. Carl and Donna perceived teacher mentoring to encompass mentoring the whole
person, not just the teacher. Carl specified the job as a teacher mentor is “not based on the job of
mentoring a teacher, it's mentoring a person.” Vivienne, in contrast, believed a teacher mentor
was the same thing as a mentor in any other sector, except teacher mentors only mentor in the
realm of professional capacities. She based her understanding of what teacher mentoring should
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provide on her definition of mentoring and said, “I think [teacher mentoring is] the same thing,
without the addition of life support.” Carl was the only participant who contextualized the
importance of race in his thoughts on the importance of teacher mentoring, specifically for
teachers of color, stating,
These books that they're writing about and most books you're reading for a teacher
preparation programs, are written through the lens of White males and White women or
White males with ideas for White women, not really for teachers of color so to be a
teacher of color, just know they’re different ropes that we’re up against. So, teaching
mentoring, it’s important. It's more than just you know; how do you write a lesson plan.
That's not going to be enough to make someone or to allow someone to keep doing this
career or to grow in his career.
Carl’s contextualization is important to this study in two ways because it frames and summarizes
the themes elucidated from experiences shared by participants based on whether they were in
cross-racial (mentor dyads where mentor and mentee did not share a racial identity) or same-race
(mentor dyad in which mentor and mentee identify as the same race) mentoring pairs. Secondly,
this recognition that some teacher preparation materials may not be written for new TOC brings
forward the idea of the need to supplement some and create new, more culturally sustaining
materials of support in order to “meaningfully value the and maintain the practices of students’
[teachers’] in the process of extending their students [teachers] repertoires of practice to include
dominant language, literacies, and other cultural practices” (Paris, 2012, p. 95). Thinking of
supporting teachers in this way, in mentoring, could make a difference in TOC mentoring
experiences.
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All participants in this study shared that they became a teacher mentor because they
wanted to give back to their professional community, educator to educator. Most participants did
not have a successful mentoring relationship with their own mentor when they began their career
and felt the urge to provide the support they wanted when they were novices to a new teacher.
Donna, impassioned, shared,
I remembered the anger, the frustration, the tears, the stress, the days I really, really
wanted to give up and quit. And when I saw those same emotions happening in the
colleague that I mentor, I vowed basically to help her and anybody else, so that they don't
get to that point of desperation. So, I feel like when I see someone who has the passion,
someone has the drive, someone who has the desire to be in education. It's my due
diligence to support them, at least until they decide truly if this is what they want to do. I
don't want them to quit because of the kids. I don’t want them to quit because of the
parents. I want them to leave the profession only if they feel they're not a good fit for it,
not because they weren't supported while they were trying to find their way in it.

Similarly, Anthony offered his reasoning for wanting to become a mentor teacher, stating, “You
know, when I see a first-year teacher, second year, third year teacher, I remember that time in my
career and I remember how much help I needed.” Vivienne also wanted to give back to her
school community, sharing, “I wanted to do everything I could to support that teacher– like
fitting into the school community and doing a good job for our students and in our school
community.” In sum, all participants shared a sentiment similar to Donna’s, “I wanted to be the
mentor I never had in my first-year teaching.”
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Participants in same-race mentoring dyads shared they felt a calling or an urge to help
someone who looks like them navigate the fields of teaching. This is not a novel idea – that there
is a difference in how Black mentors and White mentors decide to begin mentoring mentees of
color. Black mentors reported being inspired by their own experience with race (Reddick, 2012).
Carl shared, “I'm here for black teachers. That is what I'm here for. If someone is serving our
kids and they need mentorship and we can align, then that works as well. But my primary
concern is Black teachers, more primarily Black male teachers.” Julia and Donna shared similar
motivations, though they did not express them directly. Julia described how she gave her contact
information readily to the few new women teachers of color in her building. Donna did the same
thing in her school building. This urge to give back to their own community may be linked to the
fact that all mentors in this study who were in a same-race mentoring relationship described their
organic mentoring relationships in which they offered help or were sought out by a new
colleague of color, rather than their school-assigned mentors. Meaning, all mentors of color in
this study were in mentoring relationships that were organic, not school assigned or mandated.
This may connect to the themes elucidated from the data about the types of support offered and
present in same-race and cross-racial mentoring relationships.
Professional Mentoring of TOC
This section will provide a summary and analysis of the data to answer the first research
question: How do mentor teachers of early career teachers of color describe their mentoring
experience? To answer this question, I will give a brief overview of how each participant
described supporting their mentees’ pedagogical development. The experiences described by
mentors in this study were similar in the ways they described the professional support present in
their mentoring relationships with early career TOC. All mentors were satisfied with the level of
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pedagogical support they were able to provide and were reflective and honest when they shared
their experiences. The professional supports most commonly reflected on were collaborative
curriculum development in the form of lesson and unit planning, supporting mentees in their
building of classroom rapport, as well as a listening ear and space for reflection and professional
goal setting.
Donna, who is Black, was in a same-race mentoring dyad, and met her mentee during the
first weeks of school. They were both employed at the same school. Donna described their first
interactions,
She was a brand new, fresh little baby chicken teacher thrown into the depths of a Title I
school. Full of very, very, very low achieving, low performing students. She taught
across the hallway from me. So, it really all just started when she was thrown into a
classroom and abandoned. They brought her in, and they were like, ‘Here's your
computer. Figure it out.’ And I was across the hallway. She was drowning.
During that first year, their organic mentoring relationship centered lesson planning and Donna
modeling best practices for her mentee. Donna, who is now the Director of Reading Intervention
at her school, helped to support her mentee by teaching her reading strategies such as how to
chunk texts for student understanding. By the end of that school year, her work with her mentee
was successful, as her and her mentee “pulled their kids up to the top 15 percent in the district.”
Carl, who is Black, was also in a same-race mentoring dyad. His mentee, who had
entered teaching through an alternative teaching certification program, sought him out,
organically, after being assigned to a mentor who was not serving his needs. During the first few
months of school, Carl’s mentee, who was provisionally certified in special education, utilized
their brief passing interactions and conversations to pick Carl’s brain about pedagogy. Carl, a
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history teacher, admittedly did not know the ins and outs of integrated co-teaching from the
special education viewpoint, felt his mentee began seeking him out because he provided a safe
space to freely discuss lesson planning ideas, essential questions to guide his planning, and
strategies to deal with students and manage students’ behaviors. Carl recalled his mentee sharing
with him that before their mentoring relationship began, he was ready to give up on teaching.
However, as their organic mentoring relationship developed, Carl recalled his mentee eventually
feeling more confident in their teaching, to the point where Carl recounted a conversation he had
with his mentee near the end of their first year together, in which his mentee shared he felt like
he had become great at teaching and was happy that he did not give up on teaching. Carl felt one
of the main reasons his mentee almost gave up on teaching was because his mentee wasn’t being
“pushed, the way they were being evaluated and talked to, just didn't work.” Carl alluded to the
misunderstanding his mentee had with his assigned mentor and in the same vein shared how he
employed a more teacher centered approach to his mentoring relationship with his mentee. Carl’s
valuing of his mentee's multiple identities and “meeting him [his mentee] where he is at, on his
turf, without all that school stuff” shows how Carl was culturally sustaining in his valuing of his
mentee’s complexities. Ultimately, Carl shared that by the end of the first year, it was evident
that his mentee could “swim” and was no longer “drowning” in his responsibilities as a teacher.
This was certainly, in part, due to the professional support, in the realm of pedagogical
development, provided by Carl.
Julia, who is of Puerto Rican descent and identifies as Black, was in multiple same-race
or what she describes as “similar-race” organic and assigned mentoring dyads. The identifiers for
the relationships she described for this study were Black and LatinX. One connecting thread
through all of her mentoring relationships was her providing a safe-space and a listening ear. She
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recalled spending two to three hours at a time on the phone with her mentees. Most of the time,
she “just let him talk cuz I felt like he needed to. And when I would see an avenue where I could
support him, I would comment. Other than that, I would just listen.” With most of her mentees,
she would “bounce [ideas] back and forth on things that were working on keeping them [the
students] engaged.” In this way, she was a sounding board and a listening ear for her mentees’
professional concerns. Through her listening, Julia allowed her mentees a safe space to
experiment and think through curriculum ideas which helped them to become more comfortable
with lesson planning.
Anthony, a White man, was in a cross-racial mentoring relationship with his mentee, who
was a Black woman, and he felt he had a productive relationship. He and his mentee were
matched as a part of a formal mentoring program through an alternative teacher certification
program. From Anthony’s perspective, they “hit it off” during their first meeting and felt
comfortable with each other throughout the mentoring relationship. He recalled feeling, “I got
one of the good ones,” after they were matched. During their relationship, Anthony co-planned
and co-taught multiple classes with his mentee. Additionally, he was able to provide her with
feedback on her lesson delivery and classroom disposition as a result of his observations of her
lessons.
Vivienne, a White woman, was in a cross-racial mentoring dyad with a Latino man who
entered teaching through an alternative teaching certification program. Vivienne and her mentee
shared a classroom and were in an official mentoring relationship, assigned and required by the
school they worked in. Most of their mentoring relationship, according to Vivienne’s
recollection, centered on professionalism and curriculum planning and execution. One of
Vivienne’s first conversations with her mentee was about his “unprofessional work attire”, which
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consisted of a “mesh like, see through t-shirt, where you could see his nipples,” he had recently
worn to school to teach students. At the time, her mentee was teaching a very advanced science
course and he was struggling with learning the content he was supposed to teach. Vivienne
recalled, “at one point I had to help him teach. You know, go into the classroom and model for
him.” Vivienne also described listening whenever he needed to talk about work, without
judgment, and redirecting him to the best plan of action and execution to meet his goals, usually
in regard to preparing his students for summative assessments. Vivienne indicated that she feels
her mentee gained trust in her ability to help him with his pedagogy by watching her teach.
Maria, who identifies as Italian-American, was in an organic, cross-racial mentoring
relationship with a Black woman. Maria met her mentee when Maria asked her to come in to
speak to her class for a unit on LGBTQIA+ experience. Through this interaction, they become
connected. Maria described their relationship as being very informal. Their connection hinged on
the fact they were both “very in it for the children [students]”. Many of their conversations
surrounded professional development, such as lesson planning and licensing tests as her mentee
was in her first year of teaching and navigating the process of becoming officially licensed to
teach.
Collectively, participants all shared similar ways in which they supported their mentees–
lesson and curriculum planning support, feedback on lesson delivery, and a listening ear. The
stories they shared about assisting their mentees learn and refine their pedagogical skills were in
line with what they believed the purpose of mentoring to be. For many of the mentors, the
supports they gave their mentees were guided by both what they felt they did not receive and
needed when they were a new teacher entering the profession, as well as by what their mentee
explicitly requested. For mentors in same-race mentoring relationships, this meant providing
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support navigating racialized experiences and spaces while remaining true to themselves and
their identities. Mentoring which supports TOC in this way is culturally responsive and
potentially culturally sustaining if TOC are encouraged to bring and maintain their pluralism as a
part of their pedagogical approach. Although all mentors had an idea of what they felt they
should provide their mentees, none of them shared stories of them pushing their services on to
their mentee. Rather, they all allowed their mentee to lead in that way.
Socio-emotional Mentoring of TOC
All mentors in this study described the professional support they provided in their
mentoring relationships and all, except one, alluded to a friendly relationship with their mentee
outside of the classroom. However, only mentors in same-race mentoring dyads explicitly spoke
about the emotional support they provided for their mentees and, for some, the personal
investment they made in their mentees’ self-development outside of the classroom. This theme of
same-race mentors providing a more holistic form of mentoring and support, relates back to
mentors of color in this study sharing how they felt an urge and called to mentor teachers who
looked like them, specifically, TOC.
Anthony, Maria, and Vivienne who were all in cross-racial mentoring relationships
described having friendly relationships with their mentees during the course of their mentoring
relationships. Anthony and his mentee spoke about their families. Maria says her mentoring
relationship, which also included other teachers, became a “teacher circle” of friends. Vivienne
also asserted that her and her mentee ended in a “good place.” Of the three, Anthony is the only
one who continued to hear from his mentee, once in a while, years after the mentoring
relationship ended. When asked explicitly whether their mentees sought advice for struggles,
they experienced in the classroom, all three mentors in cross-racial mentoring relationships
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shared that their mentees did seek pedagogical assistance. When asked to describe a time their
mentee shared a struggle with them about how race impacted them in the classroom or the school
building, none of the mentors in these cross-racial relationships shared an experience when their
mentees sought emotional support.
In contrast, Donna, Carl, and Julia all mentioned having deep conversations about
personal goals outside of teaching as well as inviting their mentees into their social network.
Additionally, all three shared accounts of how they supported their mentees emotionally. For
example, Donna, who described her mentee as “young and brave”, asserted that they became
friends through their mentoring relationship. Donna “poured into her in school and then [she]
was able to bring her out of her shell and show her the world.” Donna described their
relationship as “the yin and the yang” and noted that they remain close today and Donna
described them as “locked in step” for the last five years. In fact, during the interview, Donna
shared that she received a text from her mentee, mid-interview, because her mentee was having
an anxiety attack as a result of “teaching during the pandemic and the levels of fun and
frustration that comes along with it.” Donna affirmed, “I'm still her safe space where I can be
like, ‘Listen. You know, I'm year 14 at this. I understand what you're going through. I
sympathize with what you're going through. How can I help?’”
Carl shared a similar relationship with his mentee, though they did not remain as closely
in communication at the time of the interview. During their mentoring relationship, which ended
four years ago, Carl shared how he and his mentee often spoke about his mentee's personal
interests, such as music. Because of these personal conversations, Carl felt that he was able to
use his personal knowledge of his mentee to help his mentee find their “personality” in the
classroom and “use their passion to bring kids [students] into the lesson and classroom.”
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Julia and one of her mentees, a Black woman, did not have an easy start. Her mentee was
seen as the “angry Black woman” in their school. At the beginning of their relationship, Julia
recalled that it wasn’t easy to get through to her mentee. Although Julia described the mentee as
a “great teacher” she realized that she was having a hard time adjusting to the school culture as a
career changer entering the classroom through an alternative teacher certification route. Julia
took this moment, although unsolicited, to have what Julia described as a “friend conversation”
with her. In this conversation, Julia told her mentee how she was being perceived by other
colleagues and offered her other ways to attain the outcomes she desired in the field. Julia
recalled telling her, “I think sometimes you have to be that person. You have to be the one that
stomps and screams and says this is what it's gonna be and then sometimes there's a way to
finesse some things because you got to think about what's the better outcome for yourself and for
your students.” In that moment, Julia was able to use her understanding and language from their
shared affinity to appeal to her mentee’s pathos and logos. Without cultural capital in this
situation, Julia may have not been able to get through to her mentee. As a result of these kinds of
conversations, Julia and her mentee developed a strong relationship. Julia maintained a
friendship with this former mentee beyond their assigned time together.
Race as an Afterthought in Cross-Racial Mentoring Relationships
In response to the second research question, mentors in this study were directly asked
about race in regard to their mentoring relationships with early career TOC. The data revealed
two overarching themes: 1) All participants acknowledge that racial affinity does matter in TOC
teacher mentoring relationships; 2) Mentors in same-race dyads entered with race as a
forethought and wanted to mentor TOC specifically and for mentors in cross-racial dyads, race
was an afterthought.
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Vivienne, Anthony, and Maria who were all in cross-racial mentoring dyads with a TOC
all shared that at the time of their mentoring relationship, race was not a major issue for them
when forming a connection with their mentees. All of these participants reported having friendly
relationships with their mentees; however, when asked about the role of race in their
relationships directly, they each shared there could have been more they could have done as a
White mentor to better support their mentees. Anthony reflected,
this is like one of the things that I've been thinking about a lot. I think if it was today, I
would approach it very differently today than I did then you know, like to be somebody
who likes to try and be reflective of my own practices. I don't really remember thinking
[about race]. When I look back now, I think that that's kind of naive. Very naive.
Anthony continued his reflection by revealing, he “probably definitely had blind spots and
maybe she [his mentee] might not have felt comfortable calling all them out in that setting.” In
this way, Anthony felt that there was “more that [he] should have done” and more that he would
do now if he were mentoring a TOC. He imagined he would “probably do more to give them
more pointers and like really be proactive in making sure that, yes, they were comfortable. That
they felt comfortable speaking their mind.” However, during the period of time when his
mentoring relationship occurred, he admitted, he was “not thinking in terms of race that much
back then.” In reflection, Anthony posited that his mentee may have sought additional support
from colleagues who shared a racial affinity with her. He shared, “I think there was an African
American male teacher who they were close to…I'm sure she probably talked to him about those
things [race] much more than she talked to me about those things.”
Anthony’s reflection captured the essence of some of what Vivienne and Maria also
shared. Although both Vivienne and Maria were more aware of race in their relationship, they
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both also shared they wished they had done more or thought about how race may have impacted
their relationship more. This was evident when asked direct questions about the role of race in
their relationship with their mentees. Vivienne, Anthony, and Maria were open with sharing their
experiences and reflections; however, they were at times audibly uncertain or uncomfortable
answering questions and sometimes in the case of Anthony, simply answered, “I don’t know” or
did not answer the question asked.
Racial Affinity is a Shortcut to Understanding
When asked if she thought it was important for TOC to share a racial affinity to their
mentors, Vivienne emphatically stated, “Yes. I think in any industry in our society, there are
gender norms that influence any relationship and same with race.” This was in line with all other
participants in this study. Vivienne reflected, “If I shared more in common with [her mentee] in
terms of identity and or experience, I probably could have helped more or just be able to talk to
him on more of his same level. Whereas I didn't necessarily know where he was coming from
with some of the issues that he faced.” One way to have the understanding Vivienne refers to is
through obtaining the capital of the culture her mentee belongs, in its embodied state, which is
language, mannerisms, and dispositions. Cultural capital in its embodied state is the knowledge
and value of certain subjects and ways of life (Bourdieu, 1986). This sort of cultural capital
“cannot be transmitted instantaneously, by gift or bequest, purchase or exchange” (Bourdieu,
1986, p. 18). In essence, this sort of cultural capital costs time to accumulate. Bourdieu theorizes
once we have been socialized to come to know something, we will desire more of the same
thing. This desire for more of the same may play a role in the development of mentoring
relationships as mentees and mentors may be predisposed to want a mentor or mentee with a
similar purview and ways of being and understanding.
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Vivienne also acknowledged her Whiteness may have played a role in her mentoring
relationship:
I think they understand [I was there to help them] because I was always willing to listen
and try to help and support in whatever way. So, it was never like ‘Oh you're White.’ But,
still, I was white. I don't know if that makes sense. It wasn't an issue per se, but because I
was still White there are still gonna be things that I don't, I cannot understand.
As a result of this understanding, Vivienne revealed that “sharing common grounds, whether it's
an experience or identity, helps build that relationship.” And as such, “as a White woman” she
tried to always find other nodes of connections with her mentees of color in addition to
remaining mindful during her interactions with her mentees.
Similar to Vivienne, Maria acknowledged her Whiteness in her mentoring relationships,
but did not think the lack of shared racial affinity in her mentoring relationship affected their
ability to build a connection with each other. She asserted,
It [Race} has never been a hindrance or anything like that. But I can also, you know, see
that being helpful as well for people. You know, as a White woman, I'm never going to
understand what it's like to be a Black educator. I’ll never be able to relate to that. So that
may be super helpful for others.
Maria was confident that she “never needed that [racial affinity with her mentee] because as long
as you're able to talk about it [race] and have those safe conversations and figure out ways to
navigate it [race], it's always been okay.” Maria shared she was comfortable having open
conversations about race and was prideful in the fact that she has always worked to mitigate her
biases and even suggested that her work in antiracist and implicit bias trainings were ones all
mentors who enter cross-racial mentoring relationships should explore. Although mentor training
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should aim to mitigate bias and support mentors with learning how to appreciate their mentee’s
multiple identities, Bourdieu (1986) would argue that mentor training would need to be sustained
as the appreciation of certain cultural elements are not transmissible in a short period of time.
Although all participants in this study acknowledged the importance of racial affinity in
mentoring relationships with early career TOC, the mentors of color emphatically affirmed the
importance. For the mentors of color in this study, race foregrounded their decision and
reasoning for becoming a mentor. Carl, Donna, and Julia all mentored teachers of multiple races;
however, without being prompted, they each, at some point in the interview, shared their
purposeful choice to mentor TOC. With race as a forethought in these same-race mentoring
relationships, the data continued to reveal that race also mattered for mentors of color in samerace mentoring dyads. Most specifically, participants in same-race mentoring dyads felt that
racial affinity was most important because it helped to establish, build, and sustain understanding
between mentor and mentee.
For instance, Donna suggested that racial affinity is important in teacher mentoring
relationships with TOC because “there are some conversations you can't have with other people.
There are some moments that if someone doesn't relate to you, doesn’t identify like you, they
don't understand.” Donna felt there is a shared understanding between people when they share
racial affinity, saying that there is “just a mutual understanding” between TOC and mentors of
color. She said this understanding allowed for her mentee to feel comfortable being vulnerable.
Between mentors and TOC who share racial affinity, there is a feeling of “I know that you
understand my frustration right now. Can I just vent and sit and talk, regroup and then go back
into a world that doesn't look like me, and doesn't understand me?” These were the types of
conversations she had in the mentoring relationship she described in the interview. Donna felt
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this understanding between mentor and an early career TOC would not be possible without
shared racial affinity. She summed up her position by saying,
I think being able to speak to people who have been through what you've been through
already and who can receive your questions, your comments, and your concerns from a
place of authenticity and understanding, the emotions that are attached to understanding
is priceless.
For Donna, it was important that she shared racial affinity with her mentee so she could support
them personally and professionally. In reference to teaching during a time of much racially
charged politics aimed at education, she indicated that it is especially important to provide TOC
with the safe space of a mentor who can understand them via their shared racial affinity. Donna’s
affinity allows her to be culturally responsive and sensitive to her mentees because of the cultural
capital she possesses. As a Black woman, Donna was able to have a clearer understanding,
through language and conversation, of how her mentee may feel and therefore need to be
supported during difficult times.
You know, watching the news and then still having to go to work with ‘those people’ and
you trying to teach the children of those people and being able to talk about that and then
still come back to what your purpose and your calling is, that’s therapeutic. And that's
helpful and it's beneficial. It is hard being a person of color in this world. It's always
been, but it's been especially hard the last five years or the last 10 years. It just gets
harder and harder. And so being able to express those personal moments and then still be
able to build and strengthen your professional capacity, that [kind of mentoring] makes a
well-rounded teacher.
Interestingly, most of the 19 teachers Donna has mentored were White. When she
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mentioned those relationships, without being prompted, she shared about the type of relationship
she has with one of her White mentees, “He’s my mentee. I rock with him, but he's not going to
be my friend outside of work.” Donna hinted that the difference in the relationship she had with
her mentees of color and her White mentees stemmed from the racial understanding she shared
with other TOC. Additionally, she referred to mentoring relationships in which she did not
mentor the entire individual and build long lasting, personal relationships as “career counselors.”
Carl also suggested that racial match in mentoring relationships for TOC is important. He
brought to light a different angle. His mentee was also a Black man, but unlike Carl, he did not
come from the inner city, where they both taught. As a result of his mentee’s race and
unfamiliarity with the community in which he taught, his mentee faced a unique set of
challenges. Carl felt his mentee was comfortable with having conversations around this struggle
specifically because Carl is also Black. This sort of understanding Carl described in the
aforementioned situation was also continued in his postulation of why it is important for TOC to
have a shared understanding as a result of shared racial affinity with their mentors. Carl and his
mentee organically formed a relationship after his mentee experienced difficulty with his school
assigned mentor. He described that situation as follows,
He [the assigned mentor] didn't read the interactions between my mentee and his students
properly. What he [assigned mentor] might have taken as my mentee enabling, he didn't
read that sometimes what they [the student] said had to be allowed because of whatever
that kid may have been going through or just the cultural exchange or cultural currency
we had in the classroom or outside our communities and so that became an area of
tension.
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This sort of tension continued between his mentee and his mentee’s assigned mentor. This
tension could be looked at as a misunderstanding, however, that would be diminishing the levied
experiences of Carl’s mentees. Carl’s mentee was more probably navigating this
misunderstanding with his assigned mentor because Carl did not display normative teacher
moves or employed normative teacher strategies which may have been expected by Carl’s
assigned mentor. This sort of expectation is a result of cultural capital in its embodied state
(wells of knowledge based on our dispositions, habits, and belief systems), because majority
norms will tend to be viewed more positively (Bourdieu, 1986). Carl offered his mentee a
counterspace, safe space, based on mutual respect and understanding, to explore his personal
development as a teacher. Carl disclosed,
my mentees, they might have been judged more harshly by the administration than their
White counterparts. Those were the issues that my mentees tended to come to me and say
that they experienced based on that they felt that ethnicity or racial identity impacted
them in the profession.
This type of support was why Carl said his mentee and he initially became an organic mentoring
dyad. To sum up Carl’s ideas, he shared, “I think if it's an issue of interpretation, of
understanding, those things don't always align [in cross-racial mentoring dyads for TOC] and
that's why I think it makes sense to have a teacher of color have a mentor who is also of color.”
Carl’s mentee sought him out as a mentor because Carl shared some cultural understandings.
Carl and his mentee’s shared cultural capital allowed them to understand each other and allowed
Carl to provide his mentee with a safe space.
Julia also thought her racial affinity bred understanding between her and her mentee.
When she recalled the conversation, she had with her mentee who was perceived as the “angry
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Black Woman” she emphasized that she does not know if she would have been able to have that
conversation if she, too, did not identify with her mentee's struggles as a result of their shared
racial identity. She related her mentee’s experience to the fact that “if you're a teacher of color, a
new teacher of color you're dealing with all kinds of things such as White gaze.” In racialized
experiences like the one Julia shared with her mentee, she was happy to be able to help her
mentee navigate those tough moments.
It is worth noting, mentors in this study acknowledged that sharing a racial connection
with one’s mentee may be important for the purpose of building understanding. However, none
of them thought it was impossible for them to be able to build a relationship and work with their
mentees who did not share a racial affinity with them. Anthony stated, “But I don't think that
they [race] are barriers for where people can’t work together and shouldn't work together.” All
cross-racial mentors were able to empathize with their mentees and some were able to imagine
what it might be like to be a TOC in a predominantly White workforce. Anthony acknowledged,
“I could very much imagine being a mentee who is a person who was a person of color, being
given a white mentor and not feeling comfortable with that.” This supports Vivienne’s thoughts,
I don't think it's [racial affinity] absolutely necessary. I think it absolutely helps, but at the
end of the day, I think it all can connect back to being a mentor means you have a trusting
supportive relationship. So, whatever you have to do to get there, you have to do it.
Discussion
To my knowledge, this study is the first to purposefully explore and document the
experiences of teacher mentors who mentor TOC in their early career in the PK-12 public school
setting. Additionally, at present, I am unaware of other published studies which also focus on the
ways in which mentors of TOC discuss the role of race in their mentoring relationships with their
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mentees. However, the data collected in this inquiry confirms and extends findings from
previous research as well as suggests new ideas in the realm of mentoring for teachers of color as
they enter the field of teaching in the public school setting.
The data collected for this study suggest that mentors of TOC in this study felt that racial
affinity does matter in developing a mentoring relationship with their mentees. This adds to
Patton’s (2009) findings from her study which explored the ways in which African American
women in graduate studies navigated challenges at a PWI, in which it was hypothesized that a
mentee’s level of comfort comes as a result of sharing some identity with their mentor. In the
case of this study, the shared identity was race. My data suggest that the level of comfort
experienced by the mentees in Patton’s (2009) study may be similar to the comfort mentors of
color who, in this study, shared a sense of ease speaking with and navigating through
professional and personal situations with their mentees. Mentors of color in this study described
how they were able to openly have difficult conversations with their mentees of color. This
extends previous findings in studies conducted in higher education and one study which explored
the experience of African American families with three sequential generations with teachers, that
suggested that it may be easier for trust to develop, and as a result communications to flow easier
and more honestly, between mentors and mentees who share racial affinity (Alston et al., 2017;
Dingus, 2008; Patton, 2009). In this way, shared racial affinity between mentor and mentee may
provide for a “shortcut” to understanding (Patton, 2009, p. 523). Although mentors in same-race
dyads described extensive conversations about difficult topics, White mentors in this study felt it
would also be possible to have difficult conversations, including conversations about race with
their mentees; however, they acknowledged that this sort of communication would come as a
result of intentional work to build a solid mentoring relationship from the start. This is consistent
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with the findings of Johnson-Bailey and Cervero (2004) which explored the mentoring
relationship between two professors in a cross-racial dyad which suggested that mentors in crossracial mentoring dyads build relationships based on other nodes of social location similarities.
Additionally, it can be inferred from some of the White mentor reflections in this study that trust
could also be built in cross-racial dyads if the mentor put in the effort to mitigate their biases.
This was similar to previous findings which posited that White mentors must take proactive and
purposeful steps to become culturally competent allies to build a strong relationship with their
mentee and that it is possible for cross-racial relationships to be effective (Bouclin, 2017;
Johnson-Bailey & Cervero, 2004; Owen & Solomon, 2006; Thomas, 1993). Based on the data
collected in his seminal study on how members of a cross-racial professional relationship
manage their racial difference, Thomas (1993) uncovered that when pairs agree on the
importance or significance of race, honest conversations can occur which may lead to a more
fulfilling mentoring relationship. This is similar to Maria’s sharing in this study of how she and
her mentee spoke openly about race, even though they are racially dissimilar.
In regard to the finding that mentors in cross-racial dyads provide more professional
support and less emotional support to TOC than mentors of color in same-race mentoring dyads,
these findings were consistent to extant literature in the field of education and other fields with
similar demographics. Whether the missing socio-emotional support was a result of TOC feeling
more comfortable seeking help from mentors who looked like them, or a result of White mentors
not feeling comfortable or prepared to answer questions or to provide support in regard to
racialized situations for TOC, still needs to be explored. Nevertheless, many mentees of color
want someone who can understand and mentor them holistically (Alston et al., 2017). However,
Thomas (1993) found that the holistic mentoring some mentees want is inhibited in cross-racial
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mentoring dyads if the pair does not share a similar view on the importance of race. In this study,
from the reflections shared, mentors in same-race relationships were able to provide holistic
mentoring. Donna, Carl, and Julia were able to provide not only professional and school-based
support, but rather, their support extended outside of the classroom and centered not only the
“teacher” but also the person. Mentees of color reported, in some cases, they do not view White
mentors as trustworthy (Patton, 2009). The lack of trust stunted the growth of some cross-racial
mentoring relationships (Alston et al., 2017; Bouclin, 2017). This stunted growth may relate to
Thomas’s (1990) finding that cross-race mentoring relationships provided less socioemotional
support than same-race mentoring relationships. It seems if racial affinity was not present in
mentoring relationships, those mentoring relationships centered on career advice, as was the case
for this study. All participants in cross-racial relationships focused their reflections on the
professional support they provided their mentees. From their reflections, it seems their mentoring
relationship did not encompass socio-emotional support.
A few limitations of this study should be noted. Due to the small sample size, findings
from this study are not generalizable. Participants in this study only represented a few school
districts in the United States. As such, their experiences may not align with the experiences of
teachers of color in all localities. Lastly, the dearth in previous research on the mentoring
experiences of teacher mentors for TOC makes it difficult to compare or contrast the findings
present in this study with those of other studies.
Implications

The lack of proportionate representation of TOC in public classrooms in the United
States continues to pose a threat to student achievement and experience for students of all races.
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Appropriate mentoring could possibly help to retain more TOC; however, there isn’t enough
research on the best ways to prepare, support, and equip mentors of these teachers so they are
able to adequately support their mentees during the first years in the classroom.
Stakeholders, such as school and district level administrators, should be more thoughtful
in their mentor matching for TOC, in regard to matching for racial and other affinities. Simply
put by Anthony, “how the mentee feels is really important and should guide whatever happens.”
Although providing TOC with mentors who may share racial affinities may seem like a good
idea, Vivienne questioned, “Is it realistic in education?” Considering the shortage of TOC to
begin with, she thinks matching TOC with mentors of color may not be possible “as often as it
should be.” Julia agreed with Vivienne’s sentiments, almost exactly. She posited, “I think it is
the ideal situation if there are sufficient mentors [of color] to do that [mentor TOC] because there
are things that we navigate as teachers of color that white teachers don't have to navigate.”
Maria also thinks it is important “because the world is different to different people.” And as a
result, as Carl puts it, “we [TOC] face things that a lot of the White teachers do not face.”
However, due to the shortage of TOC, matching based on racial similarities may not be possible.
Julia suggested that perhaps matching TOC with mentors who share other nodes of identity with
them may also work, “I think it [other identifying affinities] can serve as a bumper. You know if
there's a shortage and that's what we need.” Additionally, other formats of providing the
elements of mentoring, such as professional or emotional support, singularly, or collectively
need to be further explored. Mosely’s (2018) ethnographic study of the Black Teacher Project, a
program specifically designed to build retention of TOC by supporting them professionally and
emotionally, found that affinity helped to increase retention of Black teachers by providing them
a sense of community. These sorts of groups on the school or district level could provide TOC
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with necessary interactions and support from and with other TOC and may help to buffer
mentoring relationships which may not be affirming.
However, Julia, Carl, and Maria all cautioned that not all same-race mentoring
relationships may be positive. Julia shared, "It’s not just any person of color that could be
successful at mentoring other teachers of color because it’s not just the race and ethnicity [that
matters]. It also has to do with the values and your awareness of self and your criticality.” Maria
shared a similar sentiment, bringing into consideration the idea of mentor disposition,
irrespective of race. This was explored in previous literature which concluded that personality
and disposition of both mentor and mentee are important in teacher mentoring relationships
(Abell et al., 1995; Hallam, et al., 2012; Menges, 2016). Disposition was found to be important
because “attitudes and personalities of mentors and mentees can serve as a hindrance to building
mentoring relationships” (Sowell, 2017, p. 130). More research needs to be done in this area,
with specific focus on teachers and especially TOC in a public classroom setting.
Vivienne also suggested that TOC exclusively working with mentors who share a racial
affinity may “create blind spots in the way you build your relationship, and/or approach to
work.” This is consistent with previous findings from research focused on African American
men in Graduate studies, that some mentees have found it helpful to learn from someone with a
different perspective (Patton, 2009). However, more research needs to be done to confirm these
findings and to investigate the potential benefits of cross-racial mentoring for TOC, if there are
any.
Finally, yet perhaps most importantly, there needs to be exponentially more research
completed about the potential effectiveness of mentor training for teachers who mentor TOC.
Four of the six participants in this study did not receive or attend mentor training. This is
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consistent with DeCesare et al.’s (2016) study of district policies regarding mentoring in 5 states,
that only “32 percent of district mentors are required to receive training before mentoring new
teachers” (p. 5). Only one mentor in this study, a participant in a same-race mentoring pair,
received explicit mentor training which made considerations and mentions of race and bias when
mentoring TOC. To honor the unique experience of TOC entering classrooms, it is important to
look at ways in which mentoring can appreciate and respect the complexities of these teachers’
experiences while providing the necessary supports for them to persist in the classroom. As such,
methods for culturally and community responsive and sustaining mentoring, similar to Culturally
Responsive and Sustaining Pedagogies used by teachers in the classroom, need to be created to
help support TOC holistically as they enter the teaching profession. This sort of mentor training
may prove critically important in helping mentors who do not share a racial affinity with their
mentee. Mentor training has been associated with providing mentors an understanding of their
roles as mentors (Beutel et al., 2017). What exactly should this sort of mentor training include?
Maria articulated the need for White mentors to attend and pay particular attention to “anti-racist
training, implicit biases, and White savior complexes.” She also acknowledged this sort of
training may not be a cure-all because White mentors need to go on their “own personal journeys
to be able to block out a lot of things that could hinder that [cross-racial mentoring dyads for
TOC] being a success.” I agree with this whole-heartedly. Hence, additional research is
necessary. Part of that research could include in-depth studies of how teachers of color describe
their experiences entering the field. To that end, when asked what kind of mentoring she thought
new TOC needed to thrive, Vivienne humbly admitted, “As a White woman, I don't know if I'm
equipped to, I'm not the one to answer that. I would bring you know; I would ask teachers who
had that experience what they would need. I'd want to go to the source and ask what would have
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helped the first year teaching. Tap into the talent that exists.” This is one possible approach to
gathering the information needed to make urgent changes to teacher induction and support
methods used to support and retain teachers of color in public PK -12 classrooms in America.
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CHAPTER VI
LOOKING THROUGH THEIR EYES. A CULTURALLY RESPONSIVE AND
SUSTAINING MENTOR TRAINING TOOL
Community and cultural ignorance are detrimental to the formation and foundation of
strong mentoring relationships between teachers of color (TOC) and their teacher mentors. Since
80% of public school teachers are White and female in the United States, it is reasonable to think
that many TOC who enter the field of education may be assigned a teacher mentor who does not
share racial affinity with them (National Center for Education Statistics, 2019b). To build teacher
mentor capacity and to offset and preemptively prepare them to navigate the racial discordance
in the mentoring relationship, mentors should receive in depth mentor training. In general,
mentor training has focused on providing mentors an understanding of their roles as mentors
(Beutel et al., 2017). Including implicit bias and culturally responsive mentor training as a part of
mentor induction is necessary and could prove useful in preparing mentors for their
responsibilities of mentoring, specifically, for mentoring TOC. Culturally responsive and
sustaining mentoring should center the intersectional identities of TOC who are entering the
classroom. Culturally responsive mentors should be trained to recognize the positionality of their
mentees and to view it and use it as an asset in developing their pedagogy. This sort of mentoring
should affirm the identities of TOC and center their diverse needs as educators to empower them
to thrive in the classroom.
The following scripts are an attempt to utilize the art and power of storytelling as an act
of activism, and useful as a component of future teacher mentor training programs to kindle
understanding and perspective shifts of mentors who may enter cross-racial and cross-cultural
mentoring relationships with TOC. Data from the interviews of 12 participants were used to
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write a script which centers the overarching themes and collective mentoring experience of
novice teachers of color and their mentors. in a PK-12, public school setting. To arrive at the plot
for each skit, I reviewed the data from participants for the most common experiences. These skits
are a combination of the repeated mention of similar experiences shared by participants. These
scripts can be used as points of reference to create longer and larger training conversations
surrounding bias, White gaze, and other detrimental limiting perspectives which could inhibit
and stunt mentoring relationships between mentors and early career TOC. These scripts could be
used for individual and group activities within mentor training modules. As independent or group
work, these scripts could be read for reflection, discussion, or interpretation.
Missing all the Action: A Mentor’s Misread of Cues and a Mentee’s Disengagement
Cast of Characters
Michael -- Teacher. Male, Latinx,
Danielle -- Michael’s university assigned Mentor. Female. White.
Ms. Cherry -- Teacher. Female. Mixed Race.
Setting: Small, public high school in an urban setting like New York City.

Multi-tasking, Michael walks by several desks, swiftly glancing at sheets of paper he collects
before crumbling them and straightening the desks on which they once laid, while simultaneously
giving dap to a few of the straggling students on their way out his classroom. He strides over to
the classroom door and sticks his head out to survey the halls, quickly, before he closes it behind
him.
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Walking over to Danielle, who is seated at a student desk near the back of the class, he smiles.
Michael begins to speak as he walks to his desk which is a few feet away from where Danielle is
seated.
MICHAEL
Hey. I am glad you could make it. (Grabbing his laptop from his desk, he walks over, turns a
desk to face her, and takes a seat in a student desk a few feet away from Danielle.) I didn’t see
your email until right before 1st period, but I think you caught me on a good day, for once. (He
lets out a subtle laugh, as he opens his laptop and logs in.)
DANIELLE
No worries. I am happy I got to see you in action today. So how do you think the lesson went?
MICHAEL
I really liked their overall response and engagement in the lesson. I felt like the kids were really
engaged with the video and their discussion of the idea of what a single story is, really impressed
me. Hearing their stories is what pleased me the most. And the fact I heard from Gabriel today,
who rarely speaks, was the icing on the cake. (He smiles.)
DANIELLE
Engagement is half the battle. (She looks up from her screen where she is taking notes on their
meeting.) Are they always this chatty? Was Gabriel the one who was sitting in the middle with
his hoodie on?
MICHAEL
(Enthusiastically.)
Yea. That was him. He joined the Brotherhood a few weeks ago, and his hoodie finally came in.
He’s been wearing it ever since. He never speaks in class and rarely in Brotherhood meetings.
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DANIELLE
When I came in, I noticed he was on his phone and had AirPods in. I asked him to take it off and
he just stared at me.
MICHAEL
Oh. I’m sorry. I’ve been working with him one on one, and we have a deal. He can keep the
AirPods in during the free-writes and writing portions of class, but once I start teaching, he takes
them out. Music is comforting to him.
DANIELLE
Is your principal okay with that? What if an administrator walks in? I think you should speak to
him about it or call home.
MICHAEL
(Getting the gist of where she is going, Michael shifts in his seat.) Okay, yea I will speak to him.
DANIELLE
Good. I know that, as a first-year teacher, you may find it hard to build rapport with students, but
you want to make sure your classroom management is strong. You don’t want admin to walk in
and see students breaking the rules.
MICHAEL
(Nods. The excitement about his lesson is gone.)
DANIELLE
Okay, so, at the end of this lesson, what did you want students to be able to do or understand?
MICHAEL
I wanted them to be able to understand that they should evaluate texts from multiple
perspectives. You can’t view stories and texts from a singular point of view.
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DANIELLE
(Impassively.)
How did you assess that?
MICHAEL
(Mindlessly, twirling his pen. A slither of the excitement he had returns.)
It was such a rich discussion. Everyone had a lot of things to say. (Halting.) But it was hard to
assess them because they were trying to chime in at the same time.
DANIELLE
They were very talkative today. It was really hard to catch what some of them were saying in my
notes because they were loud and talking over one another. At one point, I even thought a fight
was about to break out. (She chuckles and returns her gaze to her laptop screen while swiping
her finger across the trackpad.)
MICHAEL
Was it really that loud? I guess I saw it as them being excited about the topic.
DANIELLE
(Hedging his question, Danielle, continues.)
I guess one way to help control the volume in the room would be to assign more independent
work. So, maybe next time, you should print the transcript of the speech so they could
independently read and annotate the text. Do you think that would work to engage students in a
more controlled way?
MICHAEL
(Flatly.)
I guess I could try it.
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(The classroom door opens. Michael turns to see who it is. Danielle, types on her laptop without
looking up. Ms. Cherry, stops short at the entryway.)
MS. CHERRY
(Hesitating.)
Oh, I am sorry. I didn’t realize you were in a meeting.
MICHAEL
No, it’s okay.
MS. CHERRY
I was just stopping by because I heard your class through the wall last period, they sounded
really engaged. I was jealous to be missing all the action. I wish they were that lively in Math.
(Michael smiles. Ms. Cherry exits.)
DANIELLE
(Closing her laptop.) I know this is your lunch period. So, I just sent you an email with our
debrief and your next steps. (Gathering her belongings.) I probably won’t be back until after
spring break. If you need me before then, don’t hesitate to send me an email. (She maneuvers out
of the student desk and walks toward the door.)
Reflection Questions
1. What was your first reaction to this scenario?
2. What is the conflict in this scenario?
3. Who is at fault for the conflict?
4. Can you identify with this scenario?
5. How might perception play a role in this scenario?
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6. Do you think the mentor understands the mentee’s point of view?
7. What role does cultural mis/understanding play in this scenario?
8. What privileges are present in this scenario?
9. How could the mentor better support her mentee in this scenario?
10. What could have been done differently in this scenario?
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Do you See What I See?
Cast of Characters
Iman – Teacher. Female. Black.
Mary – Iman’s school assigned mentor. Female. White.
John – Iman’s 11th grade history student
Setting: Large, public high school in a suburban setting with a growing population of students of
color.
Sitting at their desks, both Iman and Mary are typing on their laptops. The classroom is empty. It
is the middle of fourth period, and they are both on prep. Iman takes a break from her lesson
planning to check her cell phone. John, one of Iman’s students from her 11th grade History
class, opens the classroom door in a fury. Startled, both Iman and Mary stop what they are
doing. John begins talking as he strides over to Iman, who was no longer sitting. Iman moves
from behind her desk to meet John where he is. Visibly upset, John begins.
JOHN
(Removing his glasses, rubbing his eyes, and struggling to catch his breath.)
Why the fuck would he show us that?!
MARY, who had remained focused on her work, until now, shifts her gaze, briefly from her
screen to JOHN, then to IMAN, before continuing to type.
IMAN
(Putting her hand gently on JOHN’s shoulder.)
Woah, wait. What happened? Why would who do what?
JOHN
(Doubled over, holding himself up with one hand on a student desk. In between deep breaths.)
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Mr. Wick? He showed us the video of George Floyd. Bursting into tears. And Jason laughed in
the middle of it.
IMAN
(Confused but attempting to gather the facts.)
Mr. Wick showed the video of George Floyd, with the officers?
JOHN
Yes! (Almost wailing.) Like, why would he do that!?
IMAN
(Trying to comfort him.)
I don’t know John. Maybe he was trying to make a point. But he still shouldn’t have. I’m sorry
you had to watch that. (Walking back to her desk to grab a box of tissue, she glances over at
MARY, who still seems to be working. She walks back to John and hands him the tissue box.)
Here. You can stay here for the rest of the period if you would like.
JOHN
(Crumpling up a used tissue and putting his glasses back on.)
Thanks, miss. I think I am going to go grab my bookbag from the class. The period is almost
over anyway.
JOHN exits the room. IMAN walks back to her desk. She begins to talk to MARY, her mentor.
IMAN
(Frustrated.)
Did you hear that? I can’t believe Wick would show that!
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MARY
(Pausing from her work briefly to respond.)
Yea. That video is pretty graphic.
IMAN
(Infuriated now.)
It’s more than graphic! Why would any teacher show that to a class of kids?
MARY
(With slight concern.)
I don’t know, but next time I wouldn’t really say that to a student. It’s not good to go against
another teacher.
IMAN
(Not backing down from her position.)
I’m not trying to go against another teacher but showing that video is flat out wrong. John is
clearly traumatized. I don’t know what Wick was trying to teach, but he was dead wrong for
showing that. It’s bad enough our boys are constantly living with that reality outside. Our kids
don’t need to go through that sort of emotional trauma at school too.
MARY
(Easing back into her work.)
I agree, but still. Just not a good look. I know he shouldn’t have, but they probably saw the video
a hundred times on social media.
Rising from her desk again, IMAN, checks her watch and heads toward the classroom door.
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Reflection Questions
1. What was your first reaction to this scenario?
2. What is the conflict in this scenario?
3. Who is at fault for the conflict?
4. Can you identify with this scenario?
5. How might perception play a role in this scenario?
6. Do you think the mentor understands the mentee’s point of view?
7. What role does cultural mis/understanding play in this scenario?
8. What privileges are present in this scenario?
9. How could the mentor better support her mentee in this scenario?
10. What could have been done differently in this scenario?
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CHAPTER VII
REFLECTIONS AND IMPLICATIONS
Looking Back
When I started this dissertation, I was curious about the ways teachers of color (TOC)
experience mentoring. This curiosity was a direct result of my experience as a mentor, and more
recently, specifically, to early career TOC who identify as male. As a mentor, I mentored men
entering the classroom as well as men in after school positions navigating their way into teacher
education and alternative teacher certification programs. Some of these mentoring relationships
were formally assigned by the program we were both a part of, but informal in the nature of our
relationship. Other relationships were organic and consisted of TOC who I met either in my
school building or in other professional spaces. These relationships were always positive, and the
experiences proved fruitful, as many of the men I mentored either successfully entered and
persisted in teacher education programs or still remain in the classroom, many years later. Some
have moved on to administrative positions to further support scholars.
Anecdotally, the stories shared with me, by my mentees, made me curious as to why they
felt more comfortable, safer, and supported by me, in some cases, more so than their school or
university assigned mentors. I did not think I was doing anything particularly exceptional to
support them; however, many of them returned to thank me or attribute their persistence in the
classroom to the support they received from me in the early years of their career, and still receive
in so many instances. When asked why, some attributed it to the fact that “I got it.” Most of them
said this in particular to our extensive conversations about race and navigating the classroom and
educational spaces, comfortably, in their skin, and my continued encouragement to bring their
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entire selves into the classroom. These experiences led me to want to gain a better understanding
of how TOC experience mentoring as well as how mentor teachers of TOC experience
mentoring. As a Black woman, I feel my race is something I cannot remove and set aside at the
door, so I intuitively wanted to know how my race and the race of my mentees may have
impacted our relationship. This morphed into me wanting to learn more about how race may
impact TOC mentoring relationships as well as how race may impact the mentoring relations
with TOC for teacher mentors.
Relevance
This dissertation and its included articles should prove informational to a myriad of
stakeholders, including mentors of all races who mentor early career teachers of color, teacher
educators, school administration, and district leaders. This dissertation provides readers with an
honest, teacher-focused glimpse into the mentoring experiences of TOC and the supports that
they want. Critical Race Theory privileges experiential knowledge and as one of my participants
suggested, it is better to “tap into the talent that exists. And go to the teachers who experienced
it,” rather than hypothesizing and brainstorming ways to support TOC without their input. This
dissertation does exactly that and could serve as a starting point for conversations about
induction methods, specifically mentoring. This dissertation should also prove to be
informational for mentors, specifically, mentors who enter cross-racial mentoring relationships
with TOC. Mentors in cross-racial and same-race mentoring relationships may benefit from
reading this research because they can find mirrors in the teacher mentor participants who
honestly shared their experiences. In the event that they may question or be curious about how
other mentors are experiencing mentoring relationships with TOC, or if they want to gain insight
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on blind spots they may have when mentoring, this research can provide useful insight. If
mentors question what kind of support they should provide their mentees, the article found in
chapter four can provide guidance. Teacher educators may use information in this research to
assess the preparation they are providing TOC before and when they enter the classroom.
Additionally, alternative teacher preparation programs may be able to garner ideas on
how to match their TOC recruits to support systems during their abbreviated teacher preparation
programming. Lastly, school and district administrators should read this research as they reflect
on their mentoring programs. One major finding from this research was the lack of time for
mentoring relationships embedded in the school day and how that negatively impacted the
support TOC received. As such, district and school leadership should utilize this research to
contextualize how they can restructure and strengthen their mentoring programs to best support
TOC as they enter the field. Moreover, and perhaps most importantly, school leaders can use this
research to learn about the ways in which race was perceived to impact the lived experiences of
both teacher mentors and TOC. These experiences are not monolithic or diminutive, yet they
deserve consideration and should be included in future conversations about teacher mentoring for
TOC.
Implications
Based on the experiences of TOC in this study and mentors of TOC, it is reasonable to
posit that mentors need mentoring training, in particular as a means to understand the
expectations of their role as well as to unlearn biases and adapt culturally sensitive, respectful,
and sustaining mentoring approaches and strategies to build deep, more trusting relationships.
Mentor training should prepare mentors of all races for difficult conversations about race and
must help mentors in cross-racial dyads navigate any limiting beliefs and difficulties in
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navigating hard conversations, especially about race as it pertains to the classroom and pedagogy
as well as the way it may affect their mentee in the world, as it is unreasonable to expect new
TOC to be able to leave their identities at the door.
One reason that mentees expressed frustration about their mentoring relationships was the
lack of time for mentoring activities and their mentees “wearing too many hats” resulting in
being “stretched too thin” to provide adequate support. These mentees craved more one-on-one,
dedicated time set aside for meeting with their mentors during the day. Due to the lack of time,
many mentors reported spending time on their own supporting mentees outside of school. School
leaders should listen to the concerns shared by TOC and build time into the school day for
mentors and mentees to meet and foster a school culture which respects mentoring time and
responsibilities. In conjunction with the lack of time, mentees reported moments in which they
hesitated to reach out to their mentees at times because their mentor was juggling so much. All
mentors who participated were full time classroom teachers in addition to mentors without
release time from their teaching load. In addition, although I did not go into detail about this fact
in the articles, lack of time was noted as one of the reasons mentors chose not to attend mentor
training, even when offered.
Practically, it would be difficult to take into consideration all the similarities and
preferences of mentees when it comes to matching them with mentors. However, it might prove
fruitful to consider and make an effort to allow mentees more choice in choosing their assigned
mentors. If this is not the case, it might be worthwhile for districts and schools to invest up front
in ways to connect mentors and mentees along points of similarities and dispositions. This
dissertation specifically looks at how race is perceived to have affected mentoring relationships,
with the data suggesting shared race was perceived to have a positive effect on mentoring
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relationships. “Cultural capital theory suggests that mismatch complicates classroom interactions
and undermines academic achievement” and similarly, this study suggests racial mismatch
between mentor and mentee may complicate mentoring relationships (McGrady & Reynolds,
2013, p. 4). Perhaps race should be one of the primary nodes of connection in mentoring pair
considerations.
Looking Ahead
One point which was brought up by a participant was the idea that teacher education
books are more likely to be written with White gaze. That is, some instructional materials for
teachers are written with a particular lens which may exclude the lived realities and perspectives
of TOC. The materials meant to teach teachers, including TOC, may also be written, if they are
outdated, for the majority of the demographic of teachers now, which are White women. If this is
so, it may prove fruitful to look into the ways in which teacher educational materials impact
TOC preparation or the ways in which TOC perceive the effectiveness of and interact with
teacher instructional texts.
In addition, as a result of TOC reporting they wanted more pedagogical support than they
received from some of their mentors, it begs the question “would this pedagogical support be as
necessary with more responsive and relatable teacher education in relation to the positions and
responsibilities TOC are required to meet and fulfill once they enter the classroom?” Researchers
should further investigate how teacher education programs have adapted over the years to relate
to the socialization of pre-service teachers once they enter the field.
Finally, although this research focused on how race, from the perception of TOC and
their mentors, may have impacted mentoring relationships, and the data from this study suggest
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that the mentees felt more comfortable in same-race mentoring dyads, other similarities may also
provide some base for mentoring relationship building. Therefore, researchers should look to
investigate how other similarities, such as gender identity, sexual orientation, teaching
philosophy, ethnicity, or other identifying qualities may impact relationship building between
mentor and mentee. While this research did not consider how shared culture, ethnicity, sexual
orientation, or localities may impact relationship building between mentor and mentees, these
nodes of similarities did come up occasionally in TOC and mentor teacher participant interviews
as a node of connection which allowed for either mentee or mentor to feel seen or understood.
Therefore, these also warrant further exploration, perhaps with a larger scale quantitative study
as well as qualitative projects similar to this one.
Limitations

There are many limitations to this study, and they should all be considered in the framing
of the data shared in this dissertation. First, the sample size and profile of this study was limiting.
Twenty participants were interviewed, however, only 12 interviews were used in this
dissertation. Of the 12 participants included in this study, most of them taught in a large urban
school district. I chose to limit the amount of data used in this study for a few reasons. One
reason is because of time constraints around the completion of doctoral requirements. The
second limitation of the data is the method by which the data were processed and analyzed. Data
were organized in multiple spreadsheets and manually coded and analyzed without the use of
software programming to help illuminate common codes. Without the use of qualitative data
analysis software, I was limited in the amount of data I could analyze. Similarly, the interview
format paired with time constraints of this study limited the amount of data as I was unable to
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conduct more interviews and include more voices. Interviews as a single data source can also be
limiting because it naturally limits this study to a smaller scale than survey or other mixed
methods designs. A qualitative ethnographic approach could also have been utilized to gain an
even deeper understanding of the dynamics and dimensions of mentoring dyads. The timing of
the study also limited the findings of the data in two ways. First, the study was conducted during
the global Covid-19 pandemic. As a result, many teachers and mentors were either navigating the
pandemic or just returning to full-time in-person instruction and coordinating times to interview
amid the uncertainty proved challenging. Secondly, at the time of this study, there was a dearth
in the literature of similar studies to serve as models for this study. Despite these limitations, this
study still provides valid and valuable insights and understandings of an under-researched topic
and gives voice to an underrepresented population.
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Appendix A: Interview Protocol
1.
2.
3.
4.
5.
6.

How many years have you taught? What grades? What subject area(s)?
Please describe the district you teach in.
What is your gender identity?
What is your cultural background?
What is your race?
Did you have an official mentor during your first year(s) of teaching? Did you have an
unofficial mentor during your first year(s) of teaching?

Interview Protocol for TOC:
1. What is your definition of a mentor?
2. What do you believe the purpose of mentoring to be?
a. What supports should mentors provide?
3. Can you tell me about your teacher mentor(s)?
a. Was this mentoring relationship required, an option provided by the school, or a
relationship you sought out?
b. Did any of your mentors share the same race or culture with you?
c. Does your mentor share any other identities with you?
4. Please describe the relationship you had/have with your mentor.
a. What was it like when you first met your mentor? Describe your early interactions
with your mentor.
b. Did you feel comfortable with your mentor in the beginning of the relationship?
c. Tell about the time when a conflict or difficult situation arose between you and
your mentor.
d. How do you describe the current / ending relationship between you and your
mentor(s)?
5. Did you have a vision for what your ideal mentor would be like?
a. How did identity play into your vision? For example, did you think about how
your mentor’s identity, like their race or gender, might affect the relationship?
b. Do you think it is important to have a mentor who is the same race as you? Why?
c. Do you think it is important to have a mentor who has had similar life experiences
as you? Why?
6. Were there any difficulties you experienced in the classroom during your first year(s) of
teaching which you felt uncomfortable seeking advice / sharing with your mentor? Tell
me about that.
7. How important is it (or was it) for you to have a mentor who could talk with you about
your struggles because of your race/culture in the classroom and school building?
8. How important was it / is it to have a mentor who could understand how your background
(e.g., gender, race/ethnicity, class, culture) may affect your experiences as a professional
working in your field?
9. Do you think your mentor’s identity has affected your relationship and ability to relate to
them?
a. How do you think the cultural backgrounds/race of you and your mentor impacted
your mentoring relationship?
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b. Did/do you perceive there to be any advantages or disadvantages to sharing a
background with your mentor? If so, what might they be?
10. Do you think TOC need a unique kind of mentoring? If so, what do you think this type of
mentoring would encompass?
11. On a scale of 1 – 5, with 1 being dissatisfied and 5 being extremely satisfied, how would
you rate the overall quality of the mentoring you currently receive/received you’re your
mentor?
a. To what extent do you feel that your mentor is meeting / met your expectations?
b. Do you think race/culture played a role in your satisfaction with your mentor?
12. Do you feel you and your mentor were well matched? Why?
Demographic Questions for Mentors:
1. How many years have you taught? What grades? What subject area(s)?
2. Please describe the district you teach in.
3. What is your gender identity?
4. What is your cultural background?
5. What is your race?
6. Have you ever officially or unofficially mentored a teacher of color in their first 4 years
in the classroom?
Interview Protocol for Mentors of TOC:
1. What is your definition of a mentor?
2. What do you believe the purpose of teacher mentoring to be?
3. Were you mentored during your first years of teaching? Tell me about that experience?
a. Do you think your experience of being mentored impacted your decision to
become a mentor?
4. Why did you decide to become a teacher mentor?
a. How long have you served as a mentor to new teachers?
b. How many teachers have you mentored during your time as a mentor?
c. Did you receive/attend mentor training? If so, please describe that experience.
5. Can you tell me about your mentee(s)? (1 or a few who you feel you have had the
greatest impact on or relationship that made an indelible impression on you)
a. Was this mentorship required, an opportunity provided by your school, or a
relationship which organically occurred?
b. Did any of your mentees share the same race or culture as you?
c. Do you and your mentees share any other identities?
6. Please describe the relationship you had/have with your mentee. (Tell me a few stories
about
a. What was it like when you first met your mentee? Tell me about the first time you
met your mentee, or a story about one of your early interactions.
b. Did you feel comfortable with your mentee in the beginning of the relationship?
c. Tell about the time when a conflict or difficult situation arose between you and
your mentee.
d. How do you describe the current / ending relationship between you and your
mentee(s)?
7. Did you have a vision for what it would be like to be a mentor?
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a. How did identity play into your vision? For example, did you think about how
your mentee’s identity, like their race or gender, might affect the relationship?
b. Do you think it is important for mentees to have a mentor who shares a racial or
cultural identity with them? Why?
c. Do you think it is important for mentees to have a mentor who has had similar life
experiences to them? Why?
8. Do you think your mentee’s identity has affected your relationship and ability to relate to
them?
a. How do you think the cultural backgrounds and race of you and your mentee
impacted your mentoring relationship?
b. Did/do you perceive there to be any advantages or disadvantages to sharing
cultural markers with your mentee? If so, what might they be?
c. Do you think it is important for you and your mentee to share similar life
experiences? Why?
9. Were there situations which your mentee sought advice for which you felt uncomfortable
advising them through? Why?
a. Do you think your mentee felt comfortable seeking advice from you about their
struggles because of their race or culture in the classroom and school building?
10. Do you think TOC need a unique kind of mentoring? If so, what do you think this type of
mentoring would encompass?
a. Do you think it is important for TOC to have a mentor who shares a cultural
marker with them? Why?
11. How would you rate the overall quality of the mentoring relationship you had/have with
your mentee?
a. To what extent do you feel that you met your mentee’s expectations?
b. Do you think race/cultural affinity played a role in your satisfaction of your
relationship with your mentee?
12. Do you feel you and your mentee were well matched? Why?
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Appendix B: Codebooks
TOC Codebook
Code

Attributes

Definition

Experienced

Knowledgeable
Well-Qualified
Insightful

Mentor is qualified for the
position of Teacher mentor
because they have extensive
classroom or mentoring
experience.

Available

Has the time
Invested
Responsive
Present
Initiates
Proximity

Mentors are available and
easy to get in contact with.
Meetings are frequent.

Personable
Disposition

Funny
Friendly
Attentive
Welcoming
Open
Relatable
Nurturing

Mentor is easy to get along
with.

Mentor Attributes

Honest

Real
Vulnerable
Outspoken
Constructive Criticism

Mentor Attributes

Trust

Count on
Dependable

Unavailable

Unavailable
Not invested
disconnected
Doing it for the $

Unsupportive

Did not provide what the
mentee needed / wanted

Professional
Support

Provides resources /
Resourceful
Sponsoring -- Provides
opportunities for networking
or growth
Inside information – low
down on School culture and
bureaucracy
Concrete strategies
Preparation of what to

Mentor Attributes

Mentor Attributes

Mentor Attributes

Mentor Attributes
Mentor Attributes

Mentor Supports

Subcodes
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expect / Heads up
Constructive Criticism
Help Navigating White
Space
Solutions based

Mentor Supports

Listens
Comforting
Emotional Support nurturing

Mentoring Experience Unsupported
Sought additional
Mentoring Experience Support
Mentoring should
be separate
Mentoring Experience position
Mentoring Experience Lack of time

Affinity

Connection

Affinity

Shared Experience

Affinity

Understanding

Affinity

Comfort

Lack of Affinity

Silenced

Lack of Affinity

Uncomfortable

Lack of Affinity

Lack of trust

Lack of Affinity

Sought out
Additional Support

Racialized
Experiences

Racial bias
Benign neglect

Racialized
Experiences

Black tax

Racialized
Experiences

Alienated

Immigrant perspective
Shared experience
Grounding experience
Help navigating white space

Less burden to explain
Speak plainly

Unsafe

Doing more because they are
black, carrying the weight of
the black experience
Out of place
Benign neglect
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Racialized
Experiences

People doubting their ability
(colleagues and students)

Undermined

Mentor Codebook
Code

Subcodes

Attributes

Stress
Emotional support Honest

Mentors are available and easy to get inContact
with. Meetings are frequent.

Available

Time
Unavailable
Not invested
disconnected
Doing it for the $
In contact

Time

Sharing Resources
Push In/Coaching
Professional Support Modeling

Safe Space

Trust
Shared Understanding
Comfortable

Provides resources / Resourceful
Sponsoring -- Provides opportunities for networking
or growth
Inside information – low down on School culture and
bureaucracy
Concrete strategies
Preparation of what to expect / Heads up
Constructive Criticism
Help Navigating White Space
Solutions based
Listens
Comforting
nurturing
Less burden to explain
Speak plainly

Affinity

Immigrant perspective
Shared experience
Grounding experience
Help navigating white space

Racialized
Experiences

Experiences in school which directly relate to their
race
Microaggressions
Macroaggressions
Social Justice Issues
Racist Colleagues

Mentoring Training
Retention

Bias Training

Implicit Bias
Anti-Racist
Mentee still teaching

158
Experience
Give Back
Compensation
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